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From the Editor

century ago. It dominates Eastern's campus and
serves as the "White House" for university students,
faculty, parents, public school students, teachers,
administrators, and many visitors from across the
nation and the world. Old Main is a welcome landmark for one and all.
Succeeding years saw the emergence of different structures a ll over campus. Greenhouses spouted, ponds were excavated, tents were erected, and
various buildings were constructed as one president
after another sought to promote educational
improvement. Amidst numerous university improvements, another "beginning" occurred as a "lab "
school opened in what is now known as Buzzard Hall.
This school was the foundation for teacher education
programs and enabled students to take courses, participate in early field practica, and teach during the
student teaching experience, in one place - Buzzard
Hall. Since then, the building has witnessed many
changes and several years ago, was totally remodeled in order to better serve students and more
effectively integrate technology into the learning
spectrum . Today, Buzzard Hall, home of the College
of Education and Professional Studies, is THE site for
teacher education majors, as well as those majoring
in other fields but also wishing to obtain a teaching
certificate . Without question, Buzzard Hall enjoys a
proud history, and today, an even more proud pathway to the 21st century.
Years ago, another "tradition" (almost 40 years)
began as the first Eastern Education Journal was
launched. From humble beginnings as a typewritten
4x5 booklet, the journal of today is a high-quality
state-of-the-art refereed publication distributed to
numerous schools, universities, and other educationrelated agencies across the nation.
Enjoy the traditions of the past and the beginnings of novel challenges with first issue of the Eastern
Education Journal in the new millennium!

Welcome to the new
millennium! During this
exciting time, diverse
groups of people across
the nation and the world
have celebrated the
coming of the Year 2000
in various ways. Some
have sought to investigate the future and all of
its mysteries. Others have
centered on the ultimate
"right-now" moment to enjoy the world as it is. And,
still others have centered on remembering the past
its impact on today, and its implications for the
future.
At Eastern, we honored "traditions and beginnings " - the theme of the presidential inauguration
symposium, welcoming Dr. Carol Surles as President
of Eastern Illinois University. Throughout the entire Fall
1999 semester, various events were held to commemorate Eastern 's status as a premier teacher education institution and to celebrate history - "tradition" -by honoring a new president and focusing on the
future - " beginnings ." Symposiums, performances,
research sessions, lectures, and more were held. Past
a ccomplishments and new challenges were focus
items.
Come and travel along a walk to the past, as
well as to the future! In 1895, a "new " idea in the
Charleston, Illinois area took hold : build a state normal sc hool. The following year, the first building on
the Eastern Illinois State Normal School campus was
erec ted . That first building was what is now commonly known a s "Old Main. " Its roots are over 100 years
o ld, its heritage is rich, and its role in contemporary
soc iety is as exciting and as innovative as it was a

meet the needs of diverse populations, those students who are socially, culturally, ethnically, and linguistically different from themselves. Stressing the
need for multicultural education that is not a
panacea, but one that develops a new consciousness in teachers, the article reviews preservice teachers' efficacy beliefs -- beliefs in their own ability to
have a positive effect on student learning.
Next, Phillip Messner, et al ., in "Analysis of a
Statewide Ed.D. Admissions Policy Development
Process," describes the development of a statewide
cooperative doctoral program created by six universities and examines the process, arenas, and actors
that led to this development. The article provides an
overview of the admissions criteria for the cohort
program and underscores the importance of three
themes involved: collaborative deve lopment
processes, political influences that affected decisions
about the admissions criteria, and issues of quality.
"The Role of African-American Studies in Trans-

In This Issue ...
Our first issue of the new millennium features a
broad range of issues confronting contemporary
educ ation, from multiculturalism to cooperative education programs to reflective practices to classroom
management, and more .
Our guest editorial, "The Communication Age:
What a Wonderful Time to be an Educator," by Tom
Grissom provides an overview of technology, as well
as an invigorating look at the 21st century and the
future role of technology in education.
The lead article in our research section - '"I Think I
Can, I Think I Can ' ... Preservice Teachers' Perceptions of Multicultural Teaching Efficacy" - by Deborah
Saldana ,Barbara Nelson and Pamela Norwood,
examines the constantly evolving American landscape with regard to minority and majority populations and the challenge of preparing teachers to
3

the most frequent and diffic ult discipline problems
experienced by high school teac hers, analyzes the
interactions among teachers and students, and conc Iu des that discipline is a negotiation process
between teachers and students. " Recollections of
Elementary Education 50 Years Later" is an investigative piece by Margaret Carroll about what former
students remember (50 years later) about the education they received. The article offers insight into the
power of affective experiences and positive interactions.
Our first issue of the millennium also contains an
impressive array of feature articles. Th is section
includes a book review by Brenda Wilson, the latest
report on the Stockman Institute by William C. Hine, a
description of EIU Students ' Professional Portfolio
Development Process by Veronica P. Stephen, and
updates on the College of Education and Professional Studies ' Beginning Teacher Induction Program, a
middle level education pilot program, and a collaborative project between a school and a university.
Enjoy and keep in touch.

forming the Educ ational Landsc ape: Implications for
Humanizing a Diverse Society " by Cynthia Lehman,
then examines the multi-faceted aspects of multicultural educ ation beyond the scope of content and
explains the components of an outreach program,
the result of a university course of study with ties to
the community. The following article by Janet Bercik
- "Obtaining New Teacher Perceptions Using Reflective Poetry" - centers on the importance of reflection
for teaching and curriculum improvement and offers
a technique which utilizes little time, yet has the
potential to facilitate genuine retrospection.
Cameron White then addresses the changing
role of the teacher and the school in "Teacher Education, Democracy, and Schooling : Transmission or
Transformation? ." The article scrutinizes the goals
and objectives of education to meet the needs of
today's students and society and offers a commentary regarding conceivable changes in teacher education so that it can be more responsive to today 's
challenges. The article by Jill Williamson - "Vocabulary's Place in the Classroom" - deals with the concern that English is becoming a "forgotten " language, primarily due to society's impact on current
culture . It looks at the role of the media, the music
industry, and the movies and provides suggestions for
the classroom and language arts instruction .
Daniel Tomei, in "Discipline by Negotiation : A
Study of Teacher-Student Interactions," investigates
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Dear Colleagues ...

the journal has focused o n meeting the initial dream
and to date, the journal is distributed to numerous
colleges of education, state boards of education,
education-related a gencies, and other gro ups
across the nation and abroad .
I encourage you to browse this issue and to sample and select those ideas that are most useful to
you. Renew your own practice or share an idea with
a friend . Think, too, about what you may have t o
contribute as the author of an article . Maybe you
have made a presentation on some research you
have done at a recent professional meeting . It would
take just a bit more effort to get the data shared
orally and in overhead or PowerPoint form into the
written form and submitted for review by the editorial
board of the Eastern Education Journal. In addition,
think of what you have done as a classroom teacher,
a principal, a superintendent, a school board member, or a parent who has made a difference in the
education of a child . It would take just a few
moments to share your ideas with a growing journal
audience. The journal offers provisions for researchbased manuscripts, feature articles, book reviews,
and more. I encourage you to act on that resolution
that you made for the new year and contribute to
the profession by publishing!

The dawning o f a
new millennium o ffered
ample opportunity to
review times past and to
anticipate the future. There
was something about this
mark in time that encouraged one to refle c t . ..
even more so than one
does each new year.
In writing this letter to
launch the first issue of the
Eastern Education Journal
in this new millennium, I am
tempted to wax a bit nostalgic. This is the 29th issue
of this journal, which means it has been published for
a c onsiderable period of time (close to 40 years),
and has the distinction of being relevant in at least
two centuries.
As the story goes, a long time ago, the Eastern
Education Journal was the "dream" of Ronald M .
Leathers. A student of English, and . .. of Education
... he envisioned a journal that would publish works
of substance by the faculty of Eastern in particular
and of others throughout the nation. I think he wanted to focus on "usable" research and ideas that
would have an immediate impact on P-12 and higher education teaching. the Eastern Education Journal you hold in your hands is just one issue that fulfi lls
that original dream. During the past several years,

Elizabeth J. Hitch, Dean
College of Education and
Professional Studies
Member, Editorial Board
Eastern Education Journal

The Communication Age: What a
Wonderful Time to be an Educator
Tom Grissom
The 20th century witnessed the radio , te lephone,
te levision, computer, and Internet technologies
becoming a part of everyday life in America. The
next century w ill w itness the convergence of these
techno logies that become smalle r, fas t er, and
cheaper. Instantaneous communication is now available anytime and anywhere in the world . We are
indeed in the Communication Age.
An interesting development is occurring as the
20th century comes to a close. Educators are reeva luating what it means to learn. New brain
research is revolut ionizing our ideas about how we
learn . Technology is being integrated into the curriculum. We are questioning our teaching practices. How
does one teach? Where does technology fit in? How
does one learn? Is teaching simply a matter of transmitting material to the learner?
I have often wondered about the conversations
t hat must have occurred at the universities of the
t ime regarding t he pri nting press and its effects on

To m Gri sso m is Assista nt t o the
Dea n o f Aca d e mi c Computing in
EIU 's College of Education and Professional Studies. He has served as a
com puter technolog y consulta nt to
faculty, staff, and students, and has
worked as a network analyst for K-1 2
schools a nd regional offices of education.

The 21st century offers many reasons for educators to be excited about the future. For the first time in
over five hundred years we are in the midst of a revolution in communication technology for the masses.
5

learning in the 15th and 16th centuries. Some probably expressed gloom and doom scenarios about their
c hosen profession , others probably did not think
things would change much, and a few probably
foresaw an awakening for learning. With the invention of inexpensive books to the masses why would
anyone need teachers? Why would anyone want to
listen to a lecture from a professor when they could
read a book about the subject from the authoritative
source of the day? The same questions are being
asked about today 's technology. Yet today the lecture is alive and well in our schools across the nation.

introduced. She went to Kindergarten in 1987, two
years after the Apple MacIntosh was introduced. She
finished 8th grade in 1995, one year after the Internet
was commercialized. Susan has spent the last four
years in high school doing homework on a computer
and utilizing the school computer lab for research
using the Internet on a regular basis. Susan has never
used a typewriter. She has access to 500 cable TV
channels, a ce ll phone, an alphanumeric pager,
three e-mail accounts, her own personal web page,
and a host of other electronic gadgets from CD players to Nintendo games. Susan has not known a world
without these technologies.

Learning and Technology
The Future

Today teaching is much more than lecturing.
Learning requires motivation, interaction, gathering
of data, meaning making, comm unication, application, stretching of possibilities, questioning, practice,
pondering, and reflection. What is exciting today is
the possibility that new tools allow learning that is
enhanced by technology . The Internet is enabling
people from all parts of the world to communicate
on common interests. Information is available to the
masses on any topic imaginable at the click of a
mouse . Technology is empowering learning.
Today 's technology may seem threatening to
some educators. Virtual high schools and virtual universities offer visions of education to the masses in a
sterile technological environment. One teacher
cou ld teach thousands . Sound familiar? We have
been here before . The radio did not replace the
teacher, the telephone did not, television did not,
computers did not, and the Internet has not. Change
is always a little scary. What we tend to forget is that
learning is a tremend ously complicated process.
Teaching is both an art and a science. What does it
mean to learn? How do we measure learning? How
does one teach? How will technology change learning? There is much we do not know.
Technology is acting like a magnifying glass that
is allowing educators to reevaluate teaching practices. When we use technology we should ask ourselves, does this help the learner? We also must ask
ourselves, are traditional practices effective and relevant? Is there a better way? We are witnessing
changes in pedagogy and the addition of technology in the classroom at the same time. The ultimate
goal is to provide the best learning opportunity possible for the learner. It is in the journey that learning
occurs.

The future will require energetic, knowledgeable,
and technologically literate teachers. An educated
public will be needed to debate and question future
uses of technology. The world will be faced with environmental issues as the world population continues to
rise. Biotechnology and genetic research will have us
struggling with ethical issues. Resource concerns of
the haves and have nots will not go away. A balance between technological advancement and
humanness will be needed. Susan will have many
important decisions to make in her lifetime . Susan
requires an education that will prepare her to choose
wisely.
The State of Illinois Board of Higher Education has
this to say about the future : "In a world economy
based on information resources and electronic communication, natural resources and a central location
no longer ensure a competitive advantage . If Illinois
is to compete effectively in the 21st century, its economy must embrace technology; its natural resources
must include knowledge; it must position itself on
major information pipelines; and its workforce must
be smart, adaptable and competent. Higher education will be the key."
The awesome responsibility of educating the next
generation deserves nothing less than our best. There
will be many important issues to face in the 21st century and technology will play a large role in many.
New technologies will change learning and society in
ways we cannot predict. In the future there will be
more choices for learning and learning will become
personalized. Content will change rapidly as we discover new insights. Changing times require adaptation. As with the invention of the printing press we are
awakening into a new era of communication and
learning. What a wonderful time to be an educator.

The World is Changing!

What does all this mean to the educator? The
world is changing! Think about an incoming freshman
student, we will call her Susan . Susan will be entering
college in the Fall Semester of 2000. Susan was born
in 1982, a year after the IBM Personal Computer was

Reference: State of Illinois Board of Higher Education
(February 1999). A Citizens ' Agenda for Illinois Higher
Education, The Illinois Commitment: Partnerships,
Opportunities, and Excellence.
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"I think I can, I think I can . .. "
Preservice Teachers' Perceptions of
Multicultural Teaching Efficacy
Deborah C . Saldana
Barbara J. Nelson
Pamela M . Norwood
tural gap between teachers and the students they
teach . According to her profile, the current teacher
in urban schools is likely to be a middle-class, white
fema le who lives in the suburbs and whose average
age is in the early forties . In contrast, most students in
urban schools are ethnic minorities who are poor and
whose parents are employed at the lower rungs of
th e social economic ladder. Recent reports show
that approximately 38.4% of Hispanic and 44% of
African-American children under the age of eighteen live in poverty (Statistical Abstract of the United
States, 1991) . Thus, the "average" teacher and students in urban schools have little in common, either
socially or cu ltura lly. In fact, the differences between
them may impede the ability of teachers to transm it
knowledge and students to receive it. This gap is likely to widen as the number of minorities increases in
the US.
By the year 2000, it is estimated that one out of
every th ree people living in the United States will be a
person of co lor. As we advance further into the
technological and information age, we will need an
educated workforce and citizenry. Because our
nation cannot afford to waste one-third of its most
valuable resource, educators, politicians, businessmen, community leaders, along with parents are all
seeking ways to improve the academic achievement of students in urban and urban poor schools.
Preparing teachers, both preservice and inservice, to
educate students who are socially, culturally, ethnically, and linguistically different from themselves is
imperative. In addition, many educators also have
expressed the need for teachers to implement multicultural teaching practices in all schools, especially in
urban classrooms where the student populations are
overwhelmingly from minority backgrounds. According to Banks (1995) multicultural education benefits
students by assisting them in understanding their own
and others' cultural background . It fosters pride in
minority cultures and helps minority students become
part of the larger society. Banks contends that multicultural education is the vehicle that will allow minority students to shift from their one-lane, one-way ethnic roadways onto multi-laned, culturally pluralistic
expressways. Travel on these streets can lead them
in many new directions. But, in order to implement
multicultural education, this country's universities and
schools of education will need to be actively
involved in providing education which develops this

Deborah Carr Saldana is an Assistant Professor in the School of
Education and Human Services at St. John 's University.
Barbara J. Nelson is Associate Dean of the School of Education at St . John 's University.
Pamela M. Norwood was formerly an Assistant Professor at the
University of Houston . She is now the Executive Director of a nonprofit educational organization and an independent consultant.

As this country moves forward into the third millennium, it drags with it a host of problems in its urban
and urban poor schools. The facilities are overcrowded and badly in need of repair. Many programs are underfunded and textbooks as well as
other curricular materials are not only outdated, but
also in short supply . Add to these prob lems an
abysmal absence of technology. In addition to concerns over facilities and materials, students present
additional challenges as a result of social and academic concerns. In urban schools which are predominantly populated by children from minority backgrounds, statistics demonstrate that ethnic minority
students as a whole, and African-Americans and Latinos in particular, achieve at lower academic levels in
every grade (National Assessment of Education
Progress, 1988, 1990a, 1990b; Office of Educational
Research and Improvement, National Center for Educational Research, 1990); have higher dropout rates
(Archiniega & Morary, 1985; Green, 1989; Steinberg,
Blinde, & Chan, 1984); and are overrepresented in
special education classrooms and underrepresented
in programs for the gifted and talented (Benavides,
1988, Florey & Tafita, 1984; Serwatka, Deering, & Stoddard, 1989; Sleeter, 1986). They are also more likely to
be suspended or expelled from school than their
white counterparts.
For over twenty years, scholars have tried to identify sociocultural factors in sc hools as possible contributing factors to the underachievement of minorities. Researchers such as Ogbu (1984) believe one
explanation for the underachievement of minority
students is a mismatch between the culture of the
school and the students' cu ltures. He claims poor
school performance may be a defense mechanism
many Afri can-American ch ildren use to protect
themselves from discrimination. African-American
children and the ir parents believe there to be little
possibility for their goals and ambitions to be
reached, and as a consequence simply give up on
school. Gay (1993) insists there is a growing sociocul7

consciousness in teachers. Preparing teachers, both
preservice and inservice, to educate students who
are socially, culturally, ethnically, and linguistically different from themselves then, seems imperative.
Teacher education programs have been urged
to prepare preservice teachers to use innovative
strategies that may be more successful than traditional methods in educating the minority student
population . Colleges and universities must provide
preservice teachers with an overall education that
goes beyond including content about the contributions of a few individuals or a month-long celebration
of a particular minority group. In order to accomplish
this, preservice teachers should be involved in a
comprehensive education aimed at assisting them in
integrating multicultural or culturally-relevant teaching across the curriculum (Banks, 1992). However,
preparing preservice teachers to teach from a multicultural perspective and arming them with strategies
and methodologies which foster social development
and academic achievement in students attending
urban and urban poor schools may not be sufficient.
What is often overlooked in this call for multicultural
education and alternative educational practices are
teachers' efficacy beliefs, their beliefs in their own
ability to have a positive effect on student learning
(Ashton, 1985).

responsibility for their own learning (Ashton & Webb,
1986). These teachers are also more committed to
teaching (Colardarci, 1992), and utilize more effective motivational strategies (McDaniel & McCarthy,
1989). In contrast, teachers with low teaching-efficacy were shown to be more authoritarian in their classrooms, and were more reluctant to experiment with
teaching strategies that might challenge their own
capabilities. According to Ashton and Webb (l 986),
low-efficacy teachers were also less likely to find
ways of assisting students having difficulties in their
classrooms. These findings are critical to the design
of teacher education programs. If preservice teachers do not have high teacher-efficacy beliefs in their
ability to be successful with students in general, and
those who are culturally different from them in particular, the students they eventually teach may be atrisk for academic failure.
Locus of Control

Because successes and failures affect our judgments of self-efficacy, loci of control dimensions are
also important variables to consider when discussing
efficacy beliefs. Weiner's (l 980, 1986, 1992) attribution theory identifies locus of control as whether success or failure is attributed to internal or external factors. Those individuals who are internally oriented
tend to attribute their successes and failures to their
ability or to their effort or to some combination of the
two. They attribute the results of their performance
to causes for which they assume a high degree of
personal responsibil ity. When they succeed, they
credit their efforts or ability . Conversely, individuals
with an e xternal orientation are more likely to
attribute their performance to factors over which
they have little or no control. They, therefore, see
themselves as having no responsibility for their performance. Success to them indicates that they were
either lucky or the task was easy. In the case of failure, they feel they were unlucky or the task was too
difficult. Teachers who have an internal locus of control are more likely to have a higher sense of effic acy,
produce greater effort, and persist longer in teaching
tasks than teachers whose locus of c ontrol is external.

Efficacy-Beliefs

Teacher-efficacy studies are an outgrowth of
research performed by Bandura (1977, 1982, 1986)
on self-efficacy, which he described as a person's
perception of his or her competence in dealing with
the tasks which need to be accomplished . Bandura
proposed the concept of self-efficacy as a mediator
of motivation, performance, and achievement,
whereby individuals attempt to assure themselves
that certain activities will produce a particular set of
outcomes. "Outcome" expectations are beliefs that
certain activities will produce an outcome; "efficacy"
e xpectations are beliefs in the ability to perform
those activities. According to Bandura, both outcome and efficacy expectations must be met
before an individual will be motivated to work
towards a desired goal. For example, an individual
may have the necessary skills for mastering a task,
but if they do not perceive themselves as capable of
actually using their skills to master the task, they may
fail or may not even attempt the task.
The concept of self-efficacy has been applied to
teachers' general beliefs about the influence of
teaching on learning as well as on their personal
teaching efficacy beliefs in their abilities to motivate
students. For example, if a teacher believes that a
particular strategy will lead to higher academic
a c hievement in the students and also believes that
he or she has or can obtain the skills to utilize the
innovation, then the teacher will be more likely to
implement the strategy with the students. Research
has shown that teachers high in teacher-efficacy
tend to provide students with tasks that are challenging and give their students more opportunities to take

School Climate/Environment

An additional variable that relates to teacherefficacy is the school climate. Studies of school effectiveness and school-improvement program s
reviewed by Good and Brophy ( l 986) identified
characteristics that are consistently observed in
schools that bring about good a c hievement gains
from their students. They include: (a) strong academic leadership which produces comm itment to instructional excellence and consensus o n goal priorities;
(b) a safe and orderly sc hool climate; (c) positive
teacher attitudes towards students and expectations
of abilities of the students to achieve success in mastering the c urriculum; (d) an emphasis on instruction
in the curriculum in allocating classroom time and
assigning tasks to students; (e) ongoing and careful
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monitoring of the progress towards goals by testing
studen ts and staff eva luation programs; (f) strong
parental involvement programs, and (g) consistently
emphasizing to students the importance of achieving
academically, including praise and public recognition for accomplishments . In their study, Hoy and
Woolfolk (1993) found that school environment
directly relates to a positive sense of teacher efficacy. Based on this information, preservice teachers
who hope to have a positive impact on student
achievement in urban schools must have or develop:
(a) high efficacy beliefs in general; (b) high teaching-efficacy beliefs in their ability to be successful
with students regardless of social, cultural, ethnic, or
linguistic differences; (c) an internal locus of control
which will allow them to attribute successes and failures to self-effort or ability; and (d) a positive school
environment in which to work. The present study was
designed to examine the reported perceptions of
preservice student teachers on their general self-efficacy, teaching-efficacy beliefs for diverse populations, their perceived locus of control, and their satisfaction with the environment in which they were
teaching .

individuals. The MCTES was modified from the Genera lized Self-Efficacy instrument developed by Wegner,
Schwarzer, & Jerusalem (1992) and The School Level
Environment Scale (Fisher & Fraser, 1991 ). The MCTES
contains 35 items that pertain to institutional norms
that recognize and are sensitive to general self-efficacy, cultural and ethnic diversity, and internal locus
of control. These 15 items are grouped into the following four categories: (a) General Self-Efficacy; (b)
Multicultural-Teaching Efficacy; (c) The Tea ching
Environment; and (d) Locus of Control.
The General Self-Efficacy category consists of ten
items that seek to measure the self-efficacy beliefs
held by the individuals taking the survey. This category examines perceptions of ability to be persistent
and to perform tasks successfully. Some sample
items include: (a) Once I decide to do something, I
am able to accomplish my goals, (b) I am able to
deal with unexpected events in an effective and efficient manner, and (c) If I try hard enough, I always
manage to solve difficult problems.
The Multicultural Teaching-Efficacy category has
eight items which are sensitive to issues relating to
teaching students who are culturally different from
the teacher. This category measures whether teachers believe they are able to be successful with students who may be ethnically, socially, cultu rally, or
linguistically different from the teacher. Some sample
items include: (a) I can teach students who are ethnically different from me, (b) I can teach students to
be academically successful no matter what their
social economic status, and (c) I can be successful
teaching students who are culturally different from
me.
The Locus of Control category examines whether
the preservice teachers in this study perceive their
successes or failures are a result of internal factors
such as ability, effort, or mood . Sample items which
measure an internal locus of control include: (a) I feel
I am self-motivated, (b) I usually finish what I start,
and (c) I stay at a task until it is finished, even if I don't
like what has to be done.
The Locus of Control category examines whether
the preservice teachers feel their successes or failures
are a result of internal factors such as ability, effort,
and mood . Exa mples of items measuring this subscale include: (a) I feel I am self-motivated, (b) I stay
at a task until it is finished, even if I don't like what has
to be done, and (c) I usually finish what I start.
The subscales were combined and administered
to the preservice teachers at a student teacher seminar during the middle of the one-semester student
teaching placement. The MCTES was found to be
valid and have reliability. The subscale item correlation matrix shows the Pearson coefficient for each
item in the subscale. The item correlation for General
Self-Efficacy ranged from r = .44 to r = .69. For the
Teaching-Efficacy with Diverse Populations scale, the
correlation ranged from r = .49 to r = .61 . The Teaching Environment scale had item scale correlation
between r = .38 to r = .51. The final scale, Locus of
Control, coefficients ranged from r = .60 tor= .72.

Methods
Participants
This study was conducted in a large Catholic university located in a major metropolitan city in the
northeastern region of the United States. The sample
consisted of 160 preservice teachers who were completing the student teaching component of their
teacher education program . The preservice teachers were practice teaching in elementary or secondary schools that were either public or private
Catholic. All of the participating schools were located in urban or urban poor areas and had diverse student populations. Students from at least three ethnic
groups were in attendance at all schools. The ethnic
composition of these schools included students who
were white (from diverse backgrounds), Latino,
African-American, Asian, and others. Over half of
th e students in each school qualified for free or
reduced cost lunch . About 82% of the preservice
teachers were white, 9% identified themselves as Latino, 5.5% of the respondents were African-American,
less than 2% were of Asian descent, and less than 4%
of the sample did not identify with any of the groups.
About 91% of those participating in the study were
completing their undergraduate degrees while 7%
were graduate students. The remaining 2% held
bachelor's degrees and were working towards state
certification. The sample of preservice teachers consisted of 137 females and 19 males (4 students did
not give their gender) . Most of the preservice teachers, 69%, were in the elementary education program,
while 29% were in the secondary education program
with 2% not indicating their program area.
Instrument
The Multicultural Teaching-Efficacy Survey
(MCTES) was used to assess the teaching-efficacy of
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locus of control . The mean score of 3.6 had the highest standard deviation which was .61, giving this
scale a range from 3.00 to 4.22. Overall, the student
tea c he rs' responses varied from neutral to agreement on this scale. The high standard deviations indicate that there was considerable variation among
the respondents in terms of their perceptions of these
items.
Table 2
Means and Standard Deviations
N = 160

Table 1
Scale Correlation Matrix
General
SelfEfficacy

Multicultural
Teaching
Efficacy

Teaching
Environment

General
Self-Efficacy

1.00

Multicultural
Teaching-Efficacy

0.55

1.00

Teaching
Environment

0.26

.027

1.00

Locus of
Control

0.61

0.51

0.26

Locus
of
Control

1.00

Results
The means and standard deviations for each of
the subscales are displayed in Table l. The range of
possible score is l (Strongly Disagree) to 5 (Strongly
Agree) for each of the items based on a Likert-type
scale where the respondents selected (l) for strongly
disagree; (2) disagree, (3) neither agree nor disagree, (4) agree, and (5) strongly agree.
The General Self-Efficacy scale has a mean value
of 4.20 and a standard deviation of .38, suggesting
that the variability for the majority of preservice
teachers ranged from 3.82 to 4.58. This would indicate that most of the student teachers agreed with
statements reflecting a high sense of general self-efficacy. Overall the findings of the General Self-Efficacy scale indicate that the preservice teachers
agreed or strongly agreed on items which measured
their beliefs in their ability to be successful.
The results of the Teaching-Efficacy with Diverse
Populations scale were surprising. The mean score of
4.38 for this scale, with a standard deviation of .38,
was even higher than the mean score for General
Self-Efficacy. The range for this scale was 4.00 to 4.76
which indicates that all the preservice teachers
agree they can be successful teaching students who
are culturally, socially, and linguistically different from
them. However, while teachers were very positive
about their teaching-efficacy with diverse populations, they were not as positive toward the environment in which they were practicing their teaching
skills. The Teaching Environment scale had the lowest
mean score, which was 3.40 with a range of 3.04 to
3.76, and a standard deviation of .36. The preservice
teachers overall neither agreed nor disagreed on
issues such as "It is very difficulty to change anything
in this school," or "I feel accepted by other teachers
in this school," or "I seldom receive encouragement
from my colleagues."
The scale, which measured Internal Locus of
Control, had a mean score almost as high as the
score for the Teaching-Efficacy with Diverse Populations. The mean of 4.36 with a standard deviation of
.42 gave this scale a range between 3.94 and 4.78
which indicates that most of the students agreed or
had strong agreement with the items which sought
to measure whether they had an internal locus of
co ntrol. Conversely, the scale measuring factors
related to external locus of control had a considerably lower mean score than the score for internal

Mean

Standard Deviation

Range

General Efficacy

4.20

.38

3.82 - 4.58

Teaching- Efficacy

4.38

.38

4.00 - 4.76

Environment

3.40

.36

3.04 - 3.76

Locus of Control

4.36

.42

3.94 - 4.78

Discussion
The results of the present study suggest that these
preservice teachers have high general self-efficacy
beliefs in their ability to successfully perform tasks.
They have even higher teaching-efficacy beliefs in
their ability to be successful in teaching students from
diverse populations. Most of the preservice teachers
perceived themselves as having an orientation
toward an internal locus of control but were neutral
about the school environment in which they were
teaching. In explaining the results of this study, it is
important to remember that the geographic location
of the university where these students attend, and for
the most part live, is reported to be the most diverse
county in the United States. There are approximately
one hundred and seventy different ethnic groups living in this county. It could be that these preservice
teachers have grown up in such a diverse environment that they do not believe that students' social,
economic, ethnic, or linguistic differences will interfere with their ability to teach.
The study's findings on the teaching efficacy of
preservice teachers are encouraging, however, multicultural education and many of the nontraditional
innovations which accompany it will require additional effort from teachers already in the classroom and
those soon to enter the profession. The self-efficacy
beliefs of those who teach minority students must be
high in order for these students to have a chance to
improve academic achievement. As previously discussed, teachers with more positive views of their selfefficacy tend to approach activities more willingly,
persist even when the task is difficult, and believe in
their overall ability to succeed. Conversely, those
teachers who may be low in self-efficacy avoid certain activities and give up quickly (Bandura, 1986;
Schunk, 1990). Therefore, an important job for
teacher educators (both preservice and inservice) is
to assist teachers in developing high self- and teaching efficacy beliefs.
Bandura (1982) suggests four sources by which
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individuals gain information to influence their self-efficacy, the first of which is performance accomplishments. Because successful performance on a given
task enhances one's sense of self-efficacy, as part of
their training, preservice teachers should be given
opportunities during the field placement component
to go into urban schools and practice teaching
strategies and methodologies with students from ethnic, social, or cultural backgrounds dissimilar to their
own . Providing opportunities for these individuals to
have successful outcomes may help them to
become more efficacious.
The second means of increasing teaching-efficac y is through vicarious experiences. Bandura
describes this as the observation of a competent role
model attaining success. In preservice programs, student teachers should be provided with opportunities
to observe other student teachers, or first or second
year teachers, who are successfully teaching students from diverse populations. They should also be
exposed to more experienced competent teachers
with whom they feel some affinity. Bandura believes
that more models are better than one because the
chances are better that the student teachers will see
themselves as similar to at least one of the models.
Through vicarious observations, individuals view
themselves as being capable of achieving the same
outcomes as the model.
A third method of enhancing teaching-efficacy is
through verbal persuasion, encouragement usually in
the form of praise. When performance fails, individuals tend to focus on the negative outcome. Bandura
suggests that efficacy can be enhanced by drawing
attention to the positive aspects of performance,
thereby increasing the salience of those aspects .
Teacher educators as well as cooperating teachers
should continually give feedback to preservice
teachers indicating to them that they are capable of
succeeding and attaining high academic outcomes
for their minority students. Preservice teachers can
also be encouraged to give themselves verbal persuasions in the form of self-affirmations.
The final source for improving teaching-efficacy
has to do with the physiological state or the emotions
of the individual. Bandura contends that emotions
such as fear or anger may cause an individual to
become highly aroused. These feelings can affect
efficac y in different ways. Fear may lead to judgments of low personal competence while other emotions such as anger or indignation may increase
resolve to be successful. In either case, if preservice
teachers experience extreme emotions, they can be
helped by the use of options such as persuasion or
modeling. The key is to help preservice teachers
develop the belief that they are capable of being
successful with students from minority populations.
Safety concerns which impact the emotional state
may also be an issue for preservice teachers who are
placed in urban and urban poor schools. Many preservice teachers are terrified of what they hear and
see in the media regarding urban and urban poor
schools. Some are afraid of going into urban schools,

particularly those in minority communities. A combined team effort which includes the support of university supervisors, the director of field placement,
dean's offices, and the staff at the participating
school will help preservice teachers feel safe and
increase efficacy beliefs. Their attributions for successes or failures also play an important part in how
they approach teaching minority children.
Weiner (1980, 1986, 1990) defines attributions as
the explanations, reasons, or excuses individuals give
for their successes or failures. The preservice teachers
in this study perceived themselves to have an internally oriented locus of control. Internally oriented
individuals typically have a higher achievement orientation and set more realistic goals than those with
an externally oriented locus of control. If preservice
teachers are internally oriented, they may attribute
their successes and failures, as Weiner asserts, to their
ability or to their effort. In the class room setting,
these teachers will be more reflective in their teaching and will more quickly reject strategies that do not
work. Teachers with an external orientation, on the
other hand, are more likely to attribute their performance to factors over which they have no control.
This could manifest itself in adverse ways in the classroom . If a teacher fails to be successful in increasing
the achievement levels of minority learners, he or she
may blame the students, previous tea cher, family
structure, home environment, or say that the task was
simply insurmountable. When these teachers are
successful, they may not be able to identify or recognize those behaviors that lead to the success.
Teacher education programs can help assist individuals who are externally oriented to become more
internally oriented . Helping preservice teachers plan
their actions by setting realistic goals which can be
attained with a moderate level of difficulty is the first
step. Dweck (1986) differentiates between two types
of goals, learning and performance. Learning goals
are goa ls through which an individual seeks to
increase competence, while performance goals are
those through which an individual seeks to gain
favorable judgment. Learning goals, as opposed to
performance goals, enhance self-concept along
with an internal locus of control (DeCharms, 1976,
1980; Smith, 1986). Preservice teachers must be
engaged in activities that help them analyze the
teaching and learning process and develop learning
goals for themselves. The use of reflective journals
and small group seminars during field placement will
aid preservice teachers in examining aspects of the
teaching and learning process.
Analysis of their own teaching behaviors, objectives,
lesson plans, activities, materials, assessment procedures, and overall interactions with students all serve
to help preservice teachers approach the teaching
and learning process from a more constructivist point
of view.
Finally, the overall teaching environment plays a
role in helping preservice teachers develop high
teaching-efficacy in urban and urban poor schools.
Researchers have studied the learning environment
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theology, and a three credit hour course in multicultural education at both the graduate and undergraduate levels. All of the courses including the multicultural course are usually com p leted by the time
students begin their student teacher practicum. Further research needs to be conducted to investigate
differences in the efficacy be liefs of preservice
teachers attending public institutions as well as those
institutions whose student populations are not as ethnically diverse.
While the findings from the present study suggest
several important directions, further correlation, longitudinal, and experimental research is needed. Additional information on teaching-efficacy with diverse
populations needs to be collected using multiple
measures as indicators. Other research questions
that still need to be investigated in this area include
examining (a) what school-level variables are related
to efficacy beliefs, (b) how field placements in
teacher education programs effect efficacy-beliefs,
(c) what is the relationship of multicultural classes to
teaching-efficacy with diverse populations, and (d)
what are the levels of commitment to multicultural
education in universities and school districts. These
and other issues related to teaching-efficacy and
multicultural education still need to be examined so
that many of the problems experienced in our educational system by minorities students in urban and
urban poor schools during the twentieth century will
be addressed and eliminated early in the new millennium.
References
Arciniega, TA , & Morary, A.I. (1985). Hispanics in
higher education: A CSU imperative. Final report
of the Commission on Hispanic underrepresentation. Long Beach: State University, Office of the
Chancellor.
Ashton, P.T., & Webb, R.B. (1986). Making a difference: Teachers ' sense of efficacy and student
achievement. New York: Longman.
Bandura, A. (1977) . Social learning theory. Englewood Cliffs: NJ : Prentice-Hall.
Bandura , A. (1982). Self-effica c y mechanism in
human agency. American Psychologist, 37,
122-147.
Bandura, A. (1986) . Social fo undations of thought
and action: A social cognitive theory. Englewoods Cliff: NJ : Prentice-Hall.
Banks, J.A. (1991 ) . Multicultural education : Its effects
on students' racial and gender role attitudes. In
J.P. Shaver (Ed .) , Handbook of Research on
Social Studies Teac hing and Learning, (459-469)
New York: Macmillan.
Banks, J.A. (1995). Multicultural education : Histo ric al
development, dimensions, and prac tice . In J.A.
Banks & C.A.M . Banks (Eds .), Handbook on
research on multicultural education (pp . 3-24) .
New York: Macmillan.
Benavides, A. (1988) . High risk predictors and preferred screening for language minority students.
Revised. ERIC ED 298 702.
Brookover, W., Beady, C ., Floor, P. , Schweitzer, J., &

or climate of schools and found that variables such
as teacher expectations, task orientation, time on
task, involvement affiliation, and teacher support differentiate successful from less successful schools
(Good & Brophy, 1986). Brookover et al. (1979) studied teacher expectations as they relate to school
effectiveness . They found that teachers in more
effective schools held higher expectations for their
students. These teachers assisted students with problems and required them to redo failed work. They did
not immediately give up on the students or refer
them to remedial classes.
Johnston (1985) reported four types of climate
which existed in outstanding schools recognized by
the US Department of Education: physical, academic, organization, and social-emotional. He views the
social-emotional climate as having a profound effect
on the school, the academic quality of its programs,
and the effectiveness with which students and
teacher performs. Clark and Clark (1994) explain
that schools with strong cultures are involved with
collegiality, collaboration, risk-taking, and experimentation . In schools where there is no collaboration,
teachers and administrators have few opportunities
to engage in substantive dialogue or to share information (Shedd & Bacharach, 1991 ) . In general, the
environment in which preservice teachers have their
field placement will play a big part in the development of teaching-efficacy beliefs. In schools where
teachers along with administrators work collaboratively to improve student achievement, and individuals are supported when they seek to try innovative
strategies, preservice teachers can experiment with
techniques acquired during university coursework,
achieve positive performance outcomes, be
exposed to competent role models, and receive
encouragement. Each of these measures can help
to increase the teaching efficacy beliefs of preservice teachers in schools with diverse student populations.
Implications for Future Study

Although research on multicultural education,
self- and teaching efficacy, and minority students
has made significant progress over the past decade
in identifying problems and suggesting solutions,
there are still additional areas that need further investigation. The participants in this study scored high on
the measures of general self-efficacy, multicultural
teaching-effic acy, and internal locus of control. One
possible explanation for these results may be that
these preservice students attend a Catholic university, which has as part of its mission statement, ".. .We
strive to provide excellent education for all people,
espec ially those lacking ec onomic, physical, or social
advantages." As such, its overall student enrollment
is c ulturally diverse even though enrollment in the
Sc hoo l of Education remains predominantly white .
Also because it is a Catholic university, the teacher
edu c ation program at the undergraduate level
requires the students to take as part of their liberal
arts core, nine credit hours each in philosophy and
12

Wisenbaker, J. (1979) . School social systems and
student a c hievement: School can make a difference. Ne w York : Bergin .
Clark, S.N. , & Clark, D.C . (l 994) . Restructuring the
middle level sc hool: Implic ations for sc hool leaders. Albany, NY: State University of New York Press.
C o ladarc i, T. (l 992). Teachers ' sense of efficacy and
commitment to teaching . Journal of Experimental Educ ation, 60, 323-33 7.
Co llins, J.L. (l 982) . Self-efficacy and ability in
a c hievement behavior. Paper presented at the
annual meeting of the American Educational
Research Association, New York.
DeCharms, R. (1976). Enhancing motivation. New
York: Irvington Press/Wiley.
DeCharms, R. (l 980). The origins of competence and
achievement motivation in personal causation.
In L. Ryans (Ed), Achievement motivation: Recent
trends in theory and research. New York: Plenum
Press.
Dweck, C .S. (1986) . Motivational processes affecting
learning . American Psychologist, 41, 1040- l 048.
Fisher, D.L. & Fraser, B.J. (1991) . Validity and use of
school environment instruments. Journal of Classroom Interaction, 26, 13-18.
Florey, J., & Tafoya, N. (1988). Identifying gifted and
talented American Indian students: An overview.
ERIC ED 296 810.
Gay, G . (1993). Building cultural bridges: A bold proposal for teacher education. Education and
Urban Society, 25, 285-299.
Good, T., Brophy, J. (l 986). School effects, In M. Wittrock (Ed.), Handbook of research on teaching
(pp. 570-604). New York: Macmillan.
Green, M .F. (Ed) . (1989). Minorities on campus: A
handbook for enhancing diversity. Washington ,
DC : American council on Education.
Hoy, W., & Woolfolk, A.E . (1993). Teachers ' sense of
efficacy and the organizational health of
schools. Elementary School Journal, 93, 355-372.
Johnston , H.J. (l 995, January). Four climates of
effective middle levels schools. NASSP schools in
the middle: report on trends and practices.
Reston, VA: National Association of Secondary
School Principals.
McDaniel, E.A., & McCarthy, H.D. (1989). Enhancing
teacher efficacy in special education . Teaching
Exceptional Children, 21 , 34-38.
National Assessment of Educational Progress. (l 988).
The mathematics report card: Are we measuring
up? Princeton, NJ: Educational Testing Service.
National Assessment of Educational Progress.
(1990a). The reading report card, 1971-1978:
Trends from the nation 's report card. Princeton,

NJ: Educational Testing Service.
National Assessment of Educational Progre ss .
(1990b). The writing report card, 1984-1988: Findings from the nation 's report card. Princeton, NJ :
Educational Testing Service .
Office of Educational Research and Improvement,
National Center for Education Research . (1990).
National education longitudinal study: A profile
of the American eighth grader: NELS: 88 student
descriptive summary. Washington , DC: U.S.
Department of Education.
Ogbu, J. (1974). The next generation: An ethnography of education in an urban neighborhood.
New York: Academic.
Schunk, D. (1990, April). Perceptions of efficacy and
classroom motivation. Paper presented at the
annual meeting of the American Educational
Research Association, Boston.
Serwatka, T.S., Deering, S., & Stoddard, A. (l 989) .
Correlates of the underrepresentation of Blac k
students in classes for gifted students. Journal of
Negro Education, 58, 520-530.
Shedd, J., & Bacharach, S. (l 991 ). Tangled hierarchies: Teachers as professional and the management of schools. San Francisco, CA: Jossey-Bass
Publishers.
Skinner, E. (l 992) . Perceived control : Motivation,
coping and development. In R. Schwarzer
(Ed), Self-efficacy: Thought control of action (pp.
91- l 06). Washington, DC : Hemisphere Publishing Co.
Sleeter, C.E. (l 986). Learning disabilities: The social
construct of a special education category.
Exceptional Children, 53, 46-54.
Smith, G.B. (1986). Self-concept and the learning disabled child. Journal of Reading, Writing, and
Learning Disabilities International, 2, 237-241 .
Statistical abstract of the United States (l 991 ). Washington, DC: Department of Commerce, Bureau
of the Census.
Steinberg, L., Blinde, P.L., & Chan, K.S. (1984). Dropping out among language minority youth.
Review of Educational Research, 54, 113-132.
Weiner, B. (l 980). Human motivation . New York:
Holt, Rinehart & Winston.
Weiner, B. (l 986). An attributional theory of motivation and emotion. New York: Springer-Verlag.
Weiner, B. (1990). History of motivational research in
education. Journal of Educational Psychology,
82, 616-622.
Weiner, B. (l 992). Human motivation: Metaphors,
theories and research. Newbury Park, CA: Sa g e
Publications.

13

MULTICULTURAL TEACHING EFFICACY SURVEY
(MCTES)
Directions:

For each item below, respond according to the strength of your
belief using the rating scale. Indicate your choice by circling
the appropriate number. There are 35 items which are
designed to provide information on a variety of topics. The
questions are not presented in any specific order. Questions
36-41 provide demographic information. Please respond to the
questions truthfully since your responses will help us to
improve the program.
1=
2=
3=
4=
5=

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

l.

2.
3.
4.
5.
6.
7.
8.
9.
10.

2 3 4 5

ll .

2
2
2
2

5
5
5
5

12.
13.
14.
15.

2 3 4 5

16.

2 3 4 5
2 3 4 5

17.
18.

2 3 4 5

19.

2 3 4 5

20.

3
3
3
3

4
4
4
4

Strongly disagree
Disagree
Neither agree nor disagree
Agree
Strongly agree

If I try hard enough, I always manage to solve difficult problems.
I feel I am self-motivated.
I often have to be reminded to complete certain tasks or assignments.
I prefer that others share responsibility for a task we ' re doing.
I can teach students who are ethnically different from me.
Even if there is opposition, I am able to find a way to get what I want.
My performance improves if I know my work will be checked .
I can be successful teaching students who are culturally different from me.
I always do the best I can .
I usually finish what I start.
I can teach students to be academically successful no matter what their
social economic status.
Once I decide to do something, I am able to accomplish my goals.
I often forget to do the things I've said I would do
Professional matters are seldom discussed during staff meetings.
No matter what the physical setting, I can help students to learn.
I am able to deal with unexpected events in an effective and efficient
manner.
It is not hard to me to keep up with the work load.
It is considered very important that I closely follow lesson plans and
syllabi .
I try very hard to be successful with all the children no matter what grade
or ability level I am teaching .
I can use my resourcefulness to handle unexpected problems .
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l =
2=
3=
4=
5=
2
2
2
2
2

3
3
3
3
3

5
5
5
5
5

21.
22.
23.
24.
25.

I stay at a task until it is finished, even if I don't like what has to be done.
There is a great deal of resistance to proposals for curriculum change.
I get to know the students in my class really well.
I am able to solve problems by investing time and effort.
I am not expected to conform to a particular teaching style.

2 3 4 5
2 3 4 5
2 3 4 5

26.
27.
28.

2 3 4 5
2 3 4 5

29.
30.

I spend a lot of time just talking to my students in groups and individually.
My coping abilities allow me to stay calm when problems arise.
Teachers are frequently asked to participate in decisions concerning
administrative policies and procedures.
When I am trying to solve a problem, I usually find more than one solution.
I prefer to have teachers or supervisors set deadlines for my work.

2
2
2
2
2

31 .
32 .
33 .
34.
35.

I seldom receive encouragement from my colleagues.
I can usually think of some type of solution when I have a problem.
I am usually able to deal with any situation.
I feel accepted by other teachers in this school.
I am confident that I have been prepared to teach in any type of situation .

3
3
3
3
3

4
4
4
4
4

Strongly disagree
Disagree
Neither agree nor disagree
Agree
Strongly agree

4
4
4
4
4

5
5
5
5
5

Please complete the following information as indicated

36.

Male= l

37.

(l 8-25)

38.

Elementary = l Secondary = 2

39.

Regular= l

40 .

Bachelor's in progress= l Master's in progress= 2 Certification only= 3

41 .

Asian= 1

=l

Female= 2
(26-35)

=2

(36 and over) = 3

Bilingual = 2 Special Ed = 3 Art = 4

Latino= 2

African-American = 3

White= 4

There's only one corner of the universe you can be certain of improving,
and that's your own self.
Aldous Huxley

From without, no wonderful effect is wrought within ourselves,
unless some interior; responding wonder meets it.
Herman Melville
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ABSTRACT
The demand for terminal professional educational leadership degrees has out-stripped the delivery
capacity of Ed.D. granting institutions in many regions
of the United States, especially to professional educators residing in rural and isolated areas. This article
reports the development of a statewide cooperative
doctoral program between the University of MissouriColumbia (UMC) and five regional state universities.
Secondly, it examines the processes, arenas, and
actors that led to the development of the University
of Missouri-Columbia statewide cooperative doctoral
program admission policies. The development of the
admissions criteria for the cohort program focused
on three central themes. The central themes were
the collaborative development processes, the politica I influences that affected decisions about the
admissions criteria and the issues of quality. Four
quality standards were established (career objectives), (2) degree level required, (3) GRE score, and
(4) performance assessments by the cooperating
institutions. The key to establishing cooperative
admissions standards rests within two major factors:
(1) quality needs to be the primary objective and criteria by which the cooperative program will be evaluated and (2) a key leader from the flagship institution with outstanding consensus building skills.

summary description of the cooperative program
and (2) an analysis of the processes and circumstances encountered by the cooperating institutions
as they collaborated to develop an acceptable
admissions policy.

Review of Policy Analysis Literature
The tools of policy analysis have been understood and widely reported. Policy studies "as a discipline has a well-developed literature " (Nagel, 1994,
p. xii). Gill and Saunders (1992) defined policy analysis as a process of continuous review and evaluation
of new information compared to existing information.
Moreover, policy analysis involved a process that
should be sensitive to the politics, culture, and surrounding environment where important interactions
between and among people, resources, and organizations are being considered. To further complicate
matters, complete analysis should also take into
"account both the background knowledge and
analysis of political and legal actions and situations
related to the processes under review" (Rein, cited in
Moroney, 1991, p. 19).
Actors and arenas. Knowledge of the actors and
arenas was identified as being critical to the development of policy in terms of influencing the process.
In the analysis and development of policy, key policy
actors bring their sense of priorities and values to the
process (Marshall, Mitchell, & Wirt, 1986). Mazzoni
( 1991) has suggested that actors in sub-system (committee level) politics may represent competing viewpoints and often find themselves in conflict. Friction
often revolves around adjustable differences that
may be negotiated to accommodate the collective
interests of the group. "Arenas are defined by the
institutions in which they are located" (Mitchell, Boyd,
Cooper, Malen, & Marshall, 1995, p. 11 ). Bolman and
Deal ( 1997) asserted that "arenas provide rules, referees, and spectators. They create opportunities to
forge divisive issues into shared agreements" (p. 326).
According to Rist (1994), decision making in the policy arena was defined as a distinct event undertaken
by a group of actors who make decisions based on
an analysis of the various alternatives.
Internal and external influences. In addition to
actors and arenas, there were numerous other internal and external influences that affect policy making. According to Mazzoni (1991), one such influence
was elite demands versus public demands. Elite
demands are those held by the socially and politically powerful, whereas the public demands are typically thought of as those of a general populace. Another influence cited by Mazzoni was resource constraints and opportunities. In essence, the availability
of resources to support the creation of policy was
considered critical to the policy-making process.
The collaborative process, in and of itself, was
considered an influence. Kotter (1995) suggested
that in order for any major transformation to occur,
there must be significant cooperation between
many individuals involved in the process. Additionally, Kanter (1994) stated that active collaboration

Analysis of a Statewide Ed.D. Admissions Policy
Development Process
The demand for terminal professional educational leadership degrees has out-stripped the delivery
capacity of Ed.D. granting institutions in many regions
of the United States, especially to professional educators residing in rural and isolated areas. Such was
the case in the State of Missouri. The University of Missouri at Columbia, the only terminal degree granting
institution in a large predominately rural state, was
faced with the dilemma of limiting terminal degree
access to many potential candidates unless they left
their professional positions and took up residence at
the University. Current economic conditions made
that option very unattractive. However, strategically
located throughout the state were regional state universities with viable graduate programs that were
granting masters and specialist educational leadership degrees. The development of the first cooperative statewide doctoral program in the United States
was an opportunity and challenge those institutions
chose to pursue. The results of that pursuit form the
basis for this article.
Purpose
This article reports the development of a
statewide cooperative doctoral program between
the University of Missouri-Columbia (UMC) and five
regional state universities. Secondly, it examines the
processes, arenas, and actors that led to the development of the University of Missouri-Columbia
statewide cooperative doctoral program admission
policies. The article is divided into two parts: (1) a
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occurs when organizations develop structures,
processes and skills for bridging interpersonal differences and achieving the best value from the partnership.
Time was another influence considered in the
development of policy, particularly since the policy
developing process tended to be a labor-intensive
and time-consuming ordeal. Regarding this notion,
Rist (1994) stated that policy making was a process
that was deliberate and constantly evolving. It
involved multiple cycles, each being constrained in
some fashion by time, funds, political support, and
other events, with the same decisions considered
time and time again .
Also, the use of supporting data was identified as
a powerful tool that affected policy and decision
making. Measurable outcomes and accountability
provided buy-in for major stakeholders in the policymaking arena . In support of this notion, Seymour
(1997) asserted that the generation of data helped
institutions to react to constituency needs and concerns. Likewise, Sagor (1993) stated that those who
generate or manage data have control of the agenda in the decision-making process. The literature is
very clear that internal and external influences affect
decision making for the ultimate adoption of policy
and programmatic realities (Rist, 1994).
According to Rist (1994), initiatives and goals
established during the policy shaping process result in
programs, protocols and rules. In terms of policy
adoption, one concern is how to use available
resources in the most proficient manner to provide a
quality result . The importance of developing a
shared vision also impacts the adoption and implementation of policy. According to Senge (1990), the
capac ity to develop a shared vision results in the
ability to collectively move the initiative forward. In
essence, the adoption of policy becomes a symbolic
representation of a group'.swork.

enabling and preparing them to make a positive
impact on the improvement of educational practice
in school/educational settings" (Loyola University of
Chicago, 1998). The remaining programs had similar
purposes and missions. However all of the programs
were regional in nature and the faculty was from a
single institution .
Cooperative doctoral program design. In contrast to the previous programs, UMC, the state's leading research university, and five regional state universities (RSU) cooperatively developed a statewide
Ed.D . cohort program in Educational Leadership and
Policy Analysis over a two-year period (1995 to 1996).
The unique nature of this program resided within the
collaborative nature of planning, curricu lum design,
and instructional delivery (for additional descriptions
of the program see sidebars l through 4).
SIDE BAR I
Cooperative Program in Educational Leadership (Ed.D.)
Program Design : Characteristics of the Program
•
•

•

•
•
•
•

Students progress through the program as a "cohort."
Regional site cohorts were developed from students associated with each regional institution and all students from
all institutions comprised the state-wide cohort.
Course work is to be completed within in six contiguous
semesters, beginning in the summer and conc luding in the
winter semester two years later.
Dissertation research follows the two years of course work.
Course work instruction occurs at each regional site during
the fall and w inter semesters.
Tec hnology is to be used a s a medium for instruc ti o nal
delivery throughout the program .
Curriculum is integrated, themati c, and problem-based
(University of Missouri-Columbia. 1998, p. 2).

SIDE BAR 2
Cooperative Program in Educational Leadership (Ed.D .)

Cooperative Statewide Doctoral Program
The related literature on doctoral programs in
higher education is sparse, however a few cohortbased graduate and doctoral programs in the discip Ii n e of educational leadership have emerged.
While this list is not exhaustive, programs currently
exist at The Pennsylvania State University, Loyola University of Chicago, the University of North Texas, the
University of Montana, and Florida Atlantic University.
These cohort programs engender many of the same
ideals as the Missouri statewide doctor of education
(Ed.D.) degree program. For example, at The Pennsylvania State University, a cohort program entitled
"the Wednesday Program " (The Pennsylvania State
University, 1998) was designed for the leadership
preparation of practicing school administrators. The
mission of the Wednesday Program was to develop
school leaders who, through their participation in the
program, would be able to effect positive change
and lead continuous improvement efforts in education . The Ed.D. cohort program at Loyola University of
Chicago was designed to "empower graduates by

Program Design: Instructional Delivery
• The instructional delivery of the Ed.D. program was influenced b y the following learning principles • Enhanced when it is situated in the context of
authentic problems;
• Enhanced when prior conceptions and knowledge
are analyzed, considered. and integrated;
• Enhanced through social interaction among
learners; and
• Best assessed when knowledge and competen ce are
demonstrated in authentic situations.
• Faculty for the program came from the UMC and regio nal
campuses
• Regional faculty works wi th UMC faculty as program
instructors.
• Eac h regional campus has a faculty liaison-the person
responsible for program coordination from that campus.
• Technology's important role was recognized in today 's
learning environment. All students in the program are
expected to have a ccess to a personal computer and the
Internet, as well as the requisite skills to effectively use this
technology throughout the program (University of MissouriColumbia, 1998, p. 2).
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SIDE BAR 3

mittee for the Ed.D. Cooperative Program . The committee membership was made up of representatives
from public K-12 education, business, and RSU and
UMC faculty and administrators. The task force made
a decision to cooperatively offer coursework that
would lead to a degree awarded from UMC after
the completion of a three to five year program of
study and the approval of a doctoral dissertation.
This background information provided the critical
framework for understanding of admissions development process.

Cooperative Program in Educ ational Leadership (Ed.D .)
Progra m Desig n: Primary Themes of the Curric ulum
• Le ade rship Theory and Practice - leadership skills and
theory, ethic al and moral issues, internal/external c ommunication, conflic t resolution and o rgan izational c ulture.
• Organizatio nal Analysis - organizatio nal theory/analysis,
strateg ic plannin g, c hang e fac ilitati o n, and pro bl e m
a na lysis/ solving.
• Analysis of Educ ati o nal Po licy - p o li cy analysis, social,
p o litica l, and lega l issues, infrastruc ture issues, reso urce
acquisitio n, a nd social implic ations of technology.
• Conte nt a nd Co ntext fo r le arning - diverse learners,
learning theories a nd models, instru c tional mod e ls, technology in learn ing, and program assessment.
• Researc h, Inquiry, a nd Evaluatio n - educati o nal planning / evaluatio n, educ ational inquiry, qualitative researc h
a nd q ua ntitative researc h (University of Missouri-Columbia,
1998, p. 3).

Research Methodology
The primary research purpose of this study was to
analyze and describe the process of developing the
admissions policy for the statewide cooperative Ed.D .
program. Consistent with qualitative methods, a case
study method of inquiry was used to obtain data for
the analysis of the policy development process. This
method helped to establish focus on understanding
and meaning from compiled artifact data and the
participants' perspectives of key events.
Research design. Qualitative design includes the
use of descriptive data and inductive analysis (Short,
Greer, and Melvin, 1994). Interviews were conducted
and artifact documents were studied to obtain participant perspectives. An "insider e lite" (Placier, 1993,
p . 393) stakeholder was interviewed at the beginning
of the data collection process to narrow the focus of
the study and to help identify key decision-making
arenas and actors. The interview responses and artifact documents provided a rich thick description of
the admissions policy development process from
which to draw key categories and themes for analysis. The following research questions were crafted to
guide the inquiry process: (l) what were the decisionmaking arenas and who were the actors; (2) what
internal/external forces influenced the process of
developing admissions standards; and (3) what quality standards were established for the statewide
cohort program?
Data collection. Interviews and artifa c t documents provided data to answer the researc h questions. Seven tape-recorded interviews were conducted which included five members of the Coordinating
Committee for the Ed.D. Cooperative Program and
two members of the Missouri State Coordinating
Board of Higher Education (CBHE). Interview length
ranged from 45 minutes to two hours. Interviews were
transcribed soon after they were conducted . The
interviews were conducted on-site at the work plac e
of each of those individuals.
Secondly, thirty-eight artifact documents were
collected from the doctoral cohort Coordinating
Committee, the CBHE (Task Force on Critical Choices
for Higher Education , 1992, June), and from th e
c ooperating universities. Several Internet searc hes
were conducted to locate c omparable progra ms for
bac kground study. For example, the searc hes produced information about five other doc toral cohort
programs, CBHE meeting minutes, online doc toral
program rankings (U.S. News and World Report, no

SIDE BAR 4
Cooperative Program in Ed uc ational Leadership (Ed.D .)
Progra m Desig n: Pa rticipating Universities
• Central Missouri State University
• No rthwest Missouri State University
• Southeast Missouri State University
• Southwest Missouri State University
• University of Missouri-Columbia
• University of Missouri-Rolla
(University of Missouri-Columbia, 1998, p. 3).

The purpose of the cooperative statewide program was to prepare educators for future leadership
roles in government and industry, as well as public
and private education through learning experiences
intended to integrate theory with practice.
Program development process. A faculty task
force fro m the Educational Leadership and Policy
Analysis (ELPA) Department at UMC developed and
administered a statewide need assessment during
the 1996 winter. Two thousand five hundred (2,500)
surve ys were distributed to K- 12 public school
employees with a return of 1,500 usable surveys. The
survey results strongly indicated a need for educators
throughout the state to have acc ess to an Ed.D . program while c ontinuing to work full-time . Over six hundred prospec tive stude nts indic ated interest in entering a doc toral pro gram, while less then l 00 were
enro lled at that time . Considering that more than
1,000 students statewide indicated they would have
to work full-time while pursuing their doctoral studies,
it was determined that no single location could serve
the nee ds of the students . It was also determined
that the focus of the program would be to integrate
t heo ry an d pra c t ice in a real world conte xt to
enhance the professional preparation of educational
leaders. A statewide c ollaboration was then developed thro ugh the a uspic es of a Coordinating Com19

date), the CBHE's integrated strategic plan (Coordinating Board of Higher Education, 1998, May), and
the cooperative admi'Ssion standards from three
bench marking universities. This information provided
the context for understanding important activities
and events in .the· decision-making process for the
·development of the admissions policy . Interview
treinscripts and artifact documents were subjected to
a coding process to sort and categorize the collated
information.
Data analysis. Data from interviews, meeting minutes, state policy documents, institutional policy documents, official letters, researcher notes, admissions
documents, promotional materials, and other documents were coded using open coding, axial coding,
and selective c oding procedures (Borgan & Biklen,
1998). An open coding process was used to sort and
organize the information. A xial coding was then
applied to reassemble th e col lated data into four
major factor headings. The factors were (l) policy
development process, (2) decision-making arenas
and actors, (3) influential forces, and (4) quality
admission standards . These are disc ussed in order
within the following narrative.

UMCfs doctoral level research l requirements. The
program was designed to serve working professionals
in the educational arena in a non-traditional cohort
format . This impacted the formation of the admissions policy by determining the type of student who
wou ld be enrol led in the program . Initially it was
assumed that each prospective student would have
an earned degree equivalent to the education specialist (Ed.S.) degree. Another assumption was that
the number of students in each of the regional
c ohorts would be reasonably balanced and that
transfer among cohorts would be difficult. In the
words of one Coordinating Committee member,
"Students would not be allowed to transfer among
c ohorts .. . and this would not be an easy process." As
the admissions polic y was developed, it was also
assumed that the quality standards established by
the Task Force on Critic al Choic es for Higher Educ ation (1992, June) would serve as the foundation for
the program, faculty, and students.
(3) Chronology--Various stakeholders desc ribed the
admissions policy approval process as being elongated and messy, with much give-and-take. In actuality,
the process lasted less than six months. However, the
perception held by many of the participants was
that the process took an unnec essarily long time for
completion . For e xample, the insider elite stated,
"And there was a debate that raged through the fall.
.. not really a debate as much as it was kind of like ..
. messy." One factor identified as slowing down the
approval process was the requirement that the
admissions policy had to be agreed upon by the
Coordinating Committee and endorsed by the lead
institution before it was sent to the CBHE for final
approval. The time frame during whi c h this activity
took place was as follows : in the summer of 1996, disc ussion for developing the admissions policy began;
by August, 1996, the lead institution's Board of Curators had approved the Ed.D . cohort program concept and the Coordinating Committee began to
debate the admissions policy criteria; by September,
1996, the revised Applicant Information Sheet was
approved; the Coordinatin g Committee adopted
the Admissions Evaluation Criteria in October, 1996;
and finally, the CBHE granted approval for the Ed.D .
cohort program in Dec ember 1996. This paved the
way for the cooperating universities to sign the Memorandum of Understanding (Coordinating Committee for the Ed.D . Cooperative Program, 1997) in January 1997.

Findings and Results of the Policy Analysis

Analysis of the artifact documents and interview
data resulted in the categorization of the information
into four major factors: policy development process,
arenas and actors, influential forces, and quality
admissions standards. These factors provided an
organizational structure for understanding the find ings of this study.
Policy development process. Three common elements emerged from this study that described those
processes used by the participating universities to
develop cooperative admissions policy. These elements were collaboration, assumptions and chronology. Each is discussed in the following sections:
(l) Co ll aborat ion--The underlying premise that
formed the foundation not only for the decision-making process but also for the admissions policy development process was the need for collaboration . The
insider elite summed up this need for equal partic ipation by stating, "We laid it right out on the table that
each university had equal say, equal rule, and equal
c ontrol over that (sic) admissions process ." This was
reinforced by the Show-Me Higher Education: Results
of the Blueprint (CBHE, 1998) and by the Memorandum of Understanding (Coordinating Committee for
the Ed.D . Cooperative Program, 1997) documents
which required that the admissions p olicy be determined collaboratively by the cooperating universities . In the words of one Coordinating Committee
member, "It is noteworthy that (the lead institution)
did not dominate the process."

Decision-making arenas and actors. There were
dual levels of decision-making that worked conc urrently to bring about the desired c hanges necessary
to enable the policy development proc ess to proc eed, that being arenas and actors. Dec ision-making arenas and actors were identified from interviews
and document analysis . The fo llowing discussion
details th e ir contributions to the decision-making
process.

(2) Assumptions--Several assumptions surfaced as
being paramount to the formation of the statewide
Ed .D. cohort program admissions policy. It was
expec ted that the admission standards would meet

(l) Arenas - The decision-making arenas effect-
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ing the development of the admissions policy existed
at two levels: the state level and the local level. The
state level arena included the CBHE, as we ll as the
presidents and designated representatives from the
colleges of education at the cooperating universities.
At this level, the conceptual framework for the Ed.D .
cohort program, which included guidelines for
admissions criteria, was developed and approved.
According to the insider elite, a major theme of the
program was the issue of quality, "(Two key CBHE
representatives) expect that we will adhere to the
quality issues that we've established with this program, that being the quality of faculty and the quality of students." The local level arena included officials from the lead university's College of Education
and the Coordinating Committee. The focus of this
arena was to co llaboratively develop specific standards and policies for the program, including the criteria for admissions. Early in the development
process, the Coordinating Committee hosted a
stakeholder meeting involving statewide business
and industry leaders, superintendents, vice presidents
of state universities, faculty, and community representatives to gather input on their assumptions about
the standards of the program. The Coordinating
Committee took that information and developed the
assumptions. They then proceeded to develop the
framework for the program. During this process, the
admissions policy was formulated. A Coordinating
Committee member identified these arenas when he
stated "It took (the College of Education Dean at the
lead institution) to work through the political issues at
the state level and (the insider elite) to handle them
at the college level to make it happen."

ics of power and politics, elitist attitudes and assumptions and institutional territoriality as follows.
(1) Dynamics of power and politics-The CBHE had a
powerful role in the origination of the concept of a
statewide Ed.D . cohort program. According to one
CBHE representative, "We went to the (lead institution) and said, you either do this with your doctoral
programs or we will have to grant doctoral granting
authority to some other institutions." Consistent with
its role of facilitating initiatives vital to the needs of
the public relative to higher education, the CBHE
played a key role in helping to gain funding approval
from the state's general assembly and support from
the governor for the program proposal. In the words
of one CBHE representative, "then we sold it to the
legislature and we sold it to the governor." In addition, a statewide Task Force on Critical Choices for
Higher Education report contributed to the development of the admissions standards for the program.
One comment that supported this statement came
from the insider elite; "We went to the "Critical Choices" document as something to stand on. You know,
so that we could say, no we're not being elitist. That's
why I kept telling you it's a quality issue. It really
came from a discussion of quality. Quality with students being part of that larger debate." Quality was
also an issue as stated by one CBHE representative,
"We began to raise questions with such issues as
quality. We're very concerned about quality control.
We're very concerned about degree productivity
with high standards."

(2) Elitist attitudes and assumptions-Political debates
around the admission standards emerged during the
development process. One issue revolved around
the question of whose standards should be used.
Other influential forces centered on discussions and
concerns about elitist attitudes and territoriality. In
the early stages of the policy development process,
several members of the Coordinating Committee
were concerned about possible elitist attitudes of the
representatives from the lead institution. In the words
of the insider elite, "If we set the standards too high, it
would be perceived as elitist, and who was the big
old (lead institution) to set those real high standards."
Additionally, participants were unsure as to how
decisions would be made in the Committee, or
whether the process would be a collaborative one.
There were assumptions made that the admissions
criteria would be those of the lead institution
because of its perceived power position as the only
doctoral-granting institution involved. This assumption was evidenced by the following comment from
a member of the Coordinating Committee, "The criteria was influenced strongly by the existing doctoral
program criteria at (the lead institution)." There was
also an assumption that the CBHE was influencing
the admissions criteria and process for developing
those criteria. For example, one Coordinating Committee member noted that "Our task was to assist in
the organization of the Ed.D. and determine what

(2) Actors-Two types of actors were identified, the
decision-making actors and the insider elite. The
decision-making actors were identified as the deans
of the collaborating colleges of education. Decisionmaking actors were critical to the successful development of the admissions policy by providing from
early conceptualization to the establishment of the
present policy through their work on the Coordinating Committee. Designated representatives from the
faculty at the cooperating regional universities also
served on the Coordinating Committee. One member of the Coordinating Committee stated, "As a
member of the statewide advisory council (i.e., the
Coordinating Committee) we discussed admissions in
a series of meetings over the course of approximately
12 months. The insider elite facilitated the collaborative process. A member of the Coordinating Committee stated, " (The insider elite) has been an incredibly stable voice for reason, process and consistency.
Without the clear support of both (the insider elite)
and (the College of Education Dean at the lead institution), the entire process could never have happened."

Influential forces. Sources of influential forces
were found during the data review. These forces
were grouped under three major headings: dynam21

qualifications would be required for admissions.
Those required by the Coordinating Board were
already in place."

(2) Degree level required-One debate among
Coordinating Committee members revolved around
the proposed requirement of the education specialist
(Ed.S.) degree. The issue was important because of
the non-certification nature of the cohort program.
Professional public school leaders had to complete
the Ed .S. degree to complete their administrative
certification . The Committee ultimately resolved the
issue by deleting the requirement for applicants from
the higher education field or non-academic fields by
leaving the option open for non-public school applicants to apply without certification.

(3) Institutional territoriality-Each of the six cooperating institutions sent representatives to participate on
the Coordinating Committee. In developing the
admissions policy and criteria, admissions standards
and practices from each of the six institutions had to
be considered. Additionally, there were discussions
and differences of opinion on how high the admissions standards should be set. At various times during
the policy development process, members of the
Committee demonstrated a territorial attitude resulting from a level of distrust. For example, one committee member explained, "Some came very committed to the program while others were wary . One
institution's representatives were convinced that no
one could be trusted and they consistently asked a
lot of questions and attempted to ensure they had
comm itments on every issue." In order to keep the
process moving forward, the insider elite promoted a
collaborative effort and was willing to make compromises to gain commitment from the other committee
members. This observation was supported by a comment from the insider elite, "We wanted buy-in. This
was my thing ... if we didn't work with people until
everyone was on board and everybody felt like they
had ownership of that decision, we would lose the
commitment of the university and we didn't want to
lose anybody. "

(3) GRE scores-The use of GRE scores was also
debated as a criterion for admission. Some Coordinating Committee members expressed concern that
a high GRE score would not necessarily be a good
predictor of success. These same Committee members feared that a number of quality students might
be unfairly excluded from the program . As expressed
by one Committee member, who stated, "Quite
frankly that standard needs to be reexamined, in my
judgement. I think the GRE minimum score was set
unnecessarily high . . . if not irrelevant to predicting
one's success at the graduate level." After considerable deliberation, the Coordinating Committee considered a minimum GRE admission score that was
higher than GRE requirements for graduate programs
at the regional cooperating universities. The issue
was resolved by taking into account that the GRE
minimum score should be at least equal to the
admission requirements of the official degree granting institution for the Ed.D. cohort program, which was
a score of 1500. However, to appease those institutions that held reservations about the minimum GRE
standard, the Coordinating Committee established
that only a percentage of applicants would have to
be above the established minimum GRE score. The
Coordinating Committee defined a 70% standard;
that is 70% of all applicants were expected to score
1500 or higher on the GRE exam to be accepted into
the program . It should be noted, however, that the
GRE score alone did not disqualify a candidate. In
order to have a composite profile of each candidate; the initial screening included a review of the
GRE score, grade point average, three letters of reference, and an application letter.

Quality admission standards. In establishing the
Ed.D . cohort program, the concern for quality outcomes was accomplished by obtaining a commitment from the cooperating universities to select quality students. The major concern was how to arrive at
a common definition of quality. The requisites that
came from Coordinating Committee discussions
about admissions standards were "higher academic
background, professional and personal qualifications, potential for contributing to their profession and
experiences which demonstrated leadership." The
four categories for admissions criteria emerged from
these discussions. They were baseline standards,
degree level required, GRE scores, and performance
assessments.
(l) Baseline standards-To ensure credibility among
other higher education institutions, comparable doctoral level entrance requirements were considered
by the Coordinating Committee. Typical baseline
standards included: minimum undergraduate grade
point average and GRE scores. Admissions requirements for graduate programs among the cooperating institutions were also considered. There was
heavy reliance on the performance goals set forth in
the Task Force for Critical Choices in Higher Education report. These discussions led to the final establishment of baseline standards of prospective students'
preparation and abilities that were consistent with
the lead institutionfs research accreditation requirements.

(4) Professional assessment-Skills in writing, speaking
and problem solving were also evaluated as part of
the admissions criteria. To ensure quality, faculty was
given a scoring guide and an orientation for evaluating the two writing exercises, an in-basket activity,
and a writing sample. A point system was established
for these two activities as well as for the applicants'
contribution or potential contribution to the program
and the applicants' professional presentation at an
interview.
Conclusions and Implications

The development of the admissions criteria for
the statewide Ed.D . cohort program focused on
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three centra l themes . The centra l themes were the
collaborative development processes, the political
influences that affected decisions about the admissions criteria and the issues of quality.
Collaborative development processes. The first
theme addressed those processes used to develop
and later implement the adm issions crite ria for the
Ed.D. cohort program . The collaborative process was
a centra l theme because it allowed the various arenas and actors to achieve consensus on the admissions standards. In the words of one member of the
Coordinating Committee, "Th e en tire process was
one of cooperation by all and participation by all."
Another member of the Committee stated, "There
was a very positive free flow of information. No one
was bridled. We didn't always agree. We had some
give-and-take." Although the col labora tive process
was time consuming, assumptions had t o be discussed and evaluated in order for the six cooperating universities to achieve consensus before their representatives signed the " Memorandum of Understanding" (Coordinating Committee for the Ed.D.
Cooperation Program, 1997).
Political influences. Political influences a lso
evolved as a central theme in the development of
the admissions policy for the statewide Ed.D. cohort
program. Two levels of political influence had a
direct impact on the final admissions criteria. One
level of political influence came at the state level,
invo lving CBHE, presidents of the cooperating universities, and Council of Deans. At this level, the conceptual framework for the Ed.D . cohort program was
established. Once the conceptua l framework was
adopted, it was sent to the local level fo r policy
development and implementation. A CBHE board
member stated, "We gave gentle encouragement ..
. by setting the established performance goals." The
political influence at the local level involved the
Coordinating Committee and the lead university's
College of Education . Regional university admission
policies and opinions were taken into account in the
shaping of admission standards. It was critical that
admissions criteria be in line with CBHE conceptual
framework proposal approval depended on state
legislative approva l and funding. One member at
the local level commented, "A representative group
statewide sat down to draft the policy ... it was
endorsed by the faculty from the lead institution, and
then went to CBHE as part of the approval process a ll
new program proposals must go through."
Student quality. The final theme focused on quality as it pertained to students adm itted to the program. Four quality standards we re established
(career objectives), (2) degree level required, (3)
GRE score, and (4) performance assessments. A prevailing issue that emerged from the data focused on
the level at which those standards wou ld generate
quality. As one committee member stated, " ... The
group did a credible job and kept the standards high
... this was very important to the program (sic . viability)."
What we have learned. The following suggestions

are o ffered to th ose w h o aspire t o develop a
statewide doctoral cohort program .
• A strong leader from the flagship institution needs
to be identified to c hamp ion the collabora ti ve
development process.
• The lead person must have a c lear vision of what
needs to be accomplished.
• The lead person must be committed to and skilled
in the utilization of inclusive dec ision-makin and
problem solvi ng strategies.
• The lead person shou ld a lso be skilled in mediation/negotiating processes and skills.
• Th e lead person needs to be skilled in the art of
consensus building.
• The leader needs to be committed to the concept
of cooperative efforts.
• The re needs to be a strong written letter of commitment from cooperating institutional leaders.
• A needs analysis sho uld be conducted of a ll cooperating institutional admissions polices and standards.
• The adopted admission standards need to meet or
exceed offi c ial governing board standards.
• The lead institution shou ld hold informal meeting
and discussions.
• All cooperating institutional representatives need to
agree on how they will work together.
• Quality needs to be the primary objective and criteria by which the cooperative program will be evaluated.
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related to various ethnic and cultural groups is problematic for several reasons. Teachers who cannot
easily see how their content is related to cultural and
normative issues will easily dismiss multicultural educ ation with the argument that it is not relevant to
their disciplines (Banks & Banks, 1993, p. 20) .

CRITIQUES TO MULTICULTURAL EDUCATION
During the la st twenty years there has been
much debate over the idea of multiculturalism . To
so me, thi\ notion seems rather quaint. These c ritics
assume ttjat other cultures (meaning non-European
c ultures) have nothing substantial to offer in the educational process. To others, the idea of multic ulturalism is a limited experienc e of merely inserting factual
information into the curriculum at certain times of the
year and then ignoring the topic of cultural diversity
altogether for the remainder of the a c ademic term .
Lastly, there are others who fee l marginalized or
threatened at the mere mention of the topic of multic u ltu ra Iism . Their fears are that multiculturali sm
equates to what they term a "dumbing-down " of the

When many teachers think of multicultural education, they think only or primarily of c ontent related
to ethnic , racial, and cultural groups. Conc eptualizing multicultural educ ation e xclusively as content
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curriculum and the distortion of American history.
Critics of multiculturalism feel that the educational system as it now stands is an adequate preparation for the future leaders of society, regardless of the
changing human landscape of that society. Their
arguments ignore the fact that our educational system is built on the foundations of a Eurocentric worldview that valorizes anything derived from Europe, at
the expense of all other cu ltures and worldviews. This
last area of criticism will be addressed later in this
essay.

orbit around the larger Sirius star. Western scientists
did not know about Sirius B until the twentieth century.
Yet, in our schools, scientific knowledge always
begins with the theoretical foundations derived from
the ancient Greeks and other European scholars. As
a multicultural science course, the contributions
made by Africans, Native Americans, Latinos, and
Asians must also be included so that students get a
true picture of the scope of scientific invention and
the nature of these inventions in regard to societal
development.

MULTICULTURAL CURRICULUM REVISION
By definition, the true meaning of multiculturalism
implies that we infuse the curriculum with a diversity
of worldviews, learning styles, and life experiences to
address the entire spectrum of cu ltures which have
impacted upon our present society and to provide a
basis for racial and gender equity within the school
system (Banks & Banks, 1993). For example, if one
were to teach colonial American history, the subjects
of democracy, the Bill of Rights, the Constitution, and
the American Revolution would have to be critically
examined in response to the simultaneous existence
of slavery and the decimation and removal of Native
Americans from their ancestral lands. We cannot
truly understand and comprehend the real nature of
colonial American society if we ignore the plight of
peoples whose cultural origins lay outside of the European experience.
Likewise, all subject areas are in need of revision
to meet the true definition of multiculturalism . A truly
multicultural curriculum is one which centers an
event or issue and then analyzes this event/issue from
the perspectives of all sectors of society (Banks &
Banks, 1993). For example, in the area of science, no
attention is ever given to the scientific inventions and
knowledge that originated on the continent of
Africa. Advanced sciences such as astronomy and
physics are taught in the U.S. as though the only
achievements in these areas are of European or
American invention. Clearly, if one studies ancient
Egypt, it is evident in examining the structures and
functions of the pyramids and temples that the Egyptians had a mastery of astronomy, physics, geometry,
and calculus long before there was any evidence of
classical Greek civilization. Afrocentric Egyptologists
posit that the Great Pyramids at Giza were constructed by about 2500 BCE (Before the Common Era),
long before there is any historical record of Greek
civilization.
Similar scientific achievements can be found
throughout Central and Western Africa as well.
Archaeological evidence supports the claims that
cultures in Tanzania were processing an early form of
carbon steel approximately 2000 years ago (Van Sertima, 1992, p . 9). In West Africa, the Dogan people
(Mali), knew of the existence of the star Sirius B about
700 years ago. This knowledge is evident in their writings and oral histories of the universe and in the fact
that they celebrated a festival to Sirius B every sixty
years in recognition of the completion of that star's

BLACK STUDIES MOVEMENT
Several of these concerns for inclusion in the curriculum and the teaching of a more accurate
account of American society emerged in the 1960s
as a result of the Civil Rights Movement, and later in
the advent of the Black Studies Movement. While
the Civil Rights Movement fought for social, legal,
political, and economic justice; the Black Studies
Movement was aimed at the increased recruitment
and retention of black students and faculty, the creation of university departments and courses to teach
the African American experience, and the necessity
of bridging the university and community into a common base from which to address social change. The
approach to Black Studies/ African American Studies
was to be a Pan-African perspective aimed at critiquing white racism and interpreting the diversity of
African cultures and experiences.
The first such department was created in 1969 at
San Francisco State College, under the guidance of
Dr. Nathan Hare. This first department, like a ll other
African American Studies departments, sought not
only inclusion in the curriculum, but also to bridge the
gap between the campus and local community .
This key concern in the creation of African American
Studies departments is what truly makes this movement unique and significant.
African American Studies seeks not only to
engage in education and theory-building, but also to
extend that theory into the realm of aiding people in
their everyday lives. It is not enough to just sit in a
class; one must also apply that knowledge to the
betterment of one's community. African American
Studies provides a necessary corrective to the "Europeanization" of knowledge, while attempting to contribute to a better human understanding of society.
Other points of relevance for the discipline include:
teaching th e "truth" of world history, reconstructing
African world histories and cultures, and the development of a black leadership base committed to
improving the life chances and social conditions of
African peoples throughout the world .
METHODOLOGICAL ISSUES IN THE DISCIPLINE
Inherent in this mission to better society is the
notion of methodology, or perspective. Within
African American Studies, there are a variety of perspectives around which the core subject areas are
organized. In African American Studies, core subject
areas include: history, politics, psychology, creative

25

arts, sociology, religion, and economics (Karenga,
1993, p . 26). What distinguishes this discipline from
merely being a collection of courses about Africans
or African Americans is this notion of perspective.
Many departments around the country do not
employ any distinct perspective in examining and/or
teaching about African peoples. One could then
argue that these courses would be more appropriately offered through some other department, rather
than being in a separate discipline, because they do
not serve to promote any new knowledge on the
subject.
Several other departments use a Marxist orientation as their guiding framework. Thus, a social class
viewpoint is emphasized in the understanding of the
experiences of African peoples. The problematic
nature of this approach is that Marxism did not originate on the African continent. Again, this approach
merely employs a Eurocentric vision and methodology in the analysis of African peoples.

use that cultural approach as one 's guiding framework for analysis.
Afrocentricity is not intended as a replacement
for a Eurocentric viewpoint, as some critics attest.
While it's natural for European peoples to have a
European cultu ral orientation; it is most natural for
African peoples to have an African cultural orientation . A real problem arises when this European derived perspective gets promoted and enforced at
the expense of other cultural viewpoints and
lifestyles. The Afrocentric paradigm does not seek a
hegemonic position in the curriculum, as has been
the case with the Eurocentric perspective . Afrocentricity seeks to provide a more realistic, African-centered point of analysis in interpreting phenomenon
related to the African world . It is only one perspective among many; but it is the only viable perspective for Africans because it is derived from their own
experiences. This is the true definition of multiculturalism -- allowing and supporting the thesis that each
culture is unique and has its own values, knowledge,
approach to life, spirituality, ... etc. that is most right
for members of that particular culture.

AFROCENTRIC PARADIGM
In contrast to these two approaches, the Afrocentric paradigm offers a more viable methodology
in the discipline of African American Studies. Afrocentricity, as defined by Molefi Kete Asante (l 980), is
simply the process of employing a centered perspective derived from the values and cultural practices of
African peoples. 1980 marks the formal beginning of
the Afrocentric movement, with the publication of
Asante 's Afrocentricity, although the movement itself
has several earlier historical influences in the African
intellectual tradition . Among these earlier influences
are: the Black Nationalist/Back to Africa Movement
of Marcus Garvey, the work of W.E.B. DuBois, the
1960s cultural re-affirmations of the Black Arts Movement and Maulana Karenga 's US organization (from
which came the creation of Kwanzaa), and the
ground-breaking work of the late Senegalese scholar
Cheikh Anta Diop. Diop's (1974, 1987) work, emphasizing a return to Egypt in all subject areas, has laid
the foundation for a critical and thorough reconstruction of African world histories and cultures.
The Afrocentric paradigm provides agency for
Africans in that they are presented as subjects in
human history and not as objects operating on the
margins of European civilization . While Afrocentricity
has generated much criticism and denunciations in
some quarters; the basic definition of the term simply
means that we need to have a paradigmatic shift
(Afrocentric instead of Eurocentric) when we examine, explain, and critique the experiences of African
peoples.
Afrocentricity implores that we create an orientation to data derived from the cultures, value systems,
aesthetics, and life experiences of peoples of African
descent. The Afrocentric paradigm is both panAfrican and culture-specific, as one can employ a
global African orientation (comprising the commonalities found among all African cultures) or one can
take a specific culture -- i.e., Yoruba (Nigeria) -- and

EASTERN'$ AFRICAN AMERICAN STUDIES PROGRAM
Here at Eastern Illinois University, the African
American Studies Program actively seeks to promote
these notions of multiculturalism, while employing an
Afrocentric orientation to data. Begun in the early
1970s as an Interdisciplinary Major, the Program now
has its own curriculum and also relies on faculty in
several other departments to complete its course
offerings. Required courses in Eastern's African American Studies Major are the following: AFR 1000 - Introduction to African American Studies, AFR 2000 African American Experience, AFR 3000 - Special Topics (variable topic by semester), AFR 3100 - African
Aesthetics, AFR 3200 - African American Identity, AFR
3300 - African Cinema, AFR 4000 - African American
Leadership, AFR 4100 - Negritude to Afrocentricity,
AFR 4275 - Internship, and AFR 4400 - Independent
Study. Additionally, the B.S. degree requires courses
through other departments in the areas of African
American Literature, African Geography, African History, African American History, and Racial and Cultural Minorities.
HUMANIZING A DIVERSE SOCIETY

In addition to the required coursework, Eastern's
African American Studies Program has established a
K-12 Community Outreach Program in an attempt to
provide a link between the campus and surrounding
communities. Afrocentricity is a paradigm that can
have significant consequences in any community,
especially in an area like Charleston that is predominately white . In this type of climate, the historical critique provided by an Afrocentric analysis would
serve to challenge long-held assumptions about
African Americans and may cause some whites to
begin to exam ine their own ideas and fears with
regard to race .
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This type of self-c riti c al questioning could have
ve ry benefic ia l results for a c ommunity which has not
addressed the issue of race . In this sense, stereotypes
c an b egin to be dismantled and there c an be an
atmosphere fo r furthe r learning and dialogue. Likewise, by g o ing into local schools, accurate information c an be given to c hildren about the rich c ultures
and histo ries in the Africa n world so that these same
ste reotypes d o not get established for yet another
g e neratio n.
In this way, Afroc entricity should not be a concept fo r ridic ule or c oncern among parents or educators. It is simply abo ut promoting a more accurate
interp retation of history and experiences for African
peoples and abo ut providing the necessary critique
to white rac ism . In the long run, all of society will be
muc h better for having come to an analysis, dialogue, and c orrec tio n of the problems and injustices
c aused by white rac ial domination over the last five
hund red years. " Inc lusive c ommunity will not be created until we recognize the social significanc e of ...
exclusio nary c ategories and discuss the privileging
dynamic they c reate. Silenc e is not an acceptable
respo nse " (Wildman, 1996, p . 162).
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Obtaining New Teacher Perceptions
Using Reflective Poetry
Janet T. Bercik
writing, but achieve a modicum of reflection . I wanted to see if poetry was ever used, so I surveyed
research and generic articles on new teacher reflections and found no use of poetry to gain insight into
the mind of the new teacher. Based on the many
years of research with new teachers and their frustrations about "taking time" to write down their
thoughts, a simple activity was added to the new
teacher monthly meetings. Rather than add to their
frustration a simple activity was utilized. A si x-line
poem was introduced. Using this simple six-line poem
to tell who they are at the year's beginning and end
says it all. The use of poetry to gain insight into the
novice 's thinking is short, simple, and involves less
than fifteen minutes of their time during our meeting .
This is not to say that it is the only means or the best
means to capture their thoughts, but it is one way to
do it quickly and simply.
The critical concept of how teachers view themselves and others has gained empirical strength in
the education community. An e xtensive body of
knowledge shows a link between how teachers think
and feel about themselves affects their performance. Many educators would say, "sure common
sense will tell you that. " Creating this link is the key.
Researchers are finally beginning to quantify this link
(Sprinthall, Reiman, and Thies-Sprinthall, 1996).

Janet T. Bercik, Coordinator of Clinica l Experiences a nd Stu dent Teaching. has been a t Northeastern Illinois University for fourteen years. Her public school teacher role of twenty-two years and
that of coord inator at the university, sparked her interest in working
with the novice. Her role as coord inator has inc reased her perceptions of the novice, a nd the validity of her research substantiated
th e needs and percept ions o f new teachers. She has sing ularly
published a ha ndbook fo r st udent t eac he rs and o ne fo r new
teachers and mentors, a long w ith Dr. Bla ir-Larsen. In ad d ition to her
responsibilities as coordinator, she conduc ts monthly meetings for
new t eache rs to p rovide the m w ith th e needed no n-evaluative
support a nd continued professional g rowth.

Educ ato rs kn ow that to be effective classroom
tea c hers the re must be time for reflection of teaching strategies if we are to meet student needs. New
tea chers, ho wever, are bogged down with paper
work during their first year and do not have this precio us time to reflect on who they are and what they
are about. There is significant research indicating
that preservic e and new teachers benefit from this
activity. It assists in the clarification and provides an
opportunity to look at what they are doing and helps
provide time to reflect on how they may improve.
We have reflec tive journals, discussions, meetings,
etc ., but nothing that can get to their soul.
Keeping this information in mind this researcher
began to look at options that would require minimal
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teachers and looking at various writing activities to
see if I could obtain or create something that would
be a reflective in nature, yet not as time consuming .
Several years ago I read an article in the Journal of
Reading by Sara Garfield (1993), who had used biography poetry with her classroom students. It was simple, to the point, they enjoyed it, and it provided her
with a variety of insights into her students. After examining the structure of the poem I thought, why not try
this strategy in the new teacher sessions? I adapted
the poem 's structure to meet my needs and hoped
for the best. Over the past three years I readopted
and changed when and how I used the poem. In
the beginning we did this monthly, and finally settled
on a pre and post - the year 's beginning and ending. This activity has proven to be quite successful.
Rather than add to the new teacher's frustration
of reflective writing at each and every meeting to
assess growth, I began to use the poem framework
three times a year. Presently I am down to using it at
the beginning and end of the year. During this year's
interim we verbally discuss issues that are occurring .
Their reflections do not stop, we just use discussion as
the vehicle. At the year ' s end, however, the new
teachers write a new poem based on their expereinces. After turning in their new one I give them their
initial poem. They reread the original poem and
together we compare it with what they have just
comp leted. I see it and the new teachers see it.
They are able to immediately view how they have
changed over the course of the year. Together we
are able to discuss their use and descriptions of their
teaching.
This activity lends credence t o Dewey ' s words
(1938, p.35) that educators have a responsibility to
assist in the growth of its own . He stated
A primary responsibility of educators is that
they not only be aware of the general
principle of the shaping of the actual
experience by environing conditions but
that they also recognize in the concrete
what surroundings are conducive to having experiences that lead to growth.
Couple Dewey ' s words with Simmons and Sparks
(1988), who discuss models of clinical supervision,
and we begin to see a picture emerge that may
enhance our teacher novice's growth.
The difficulty we see with current models of
clinical supervision and their variations is
that they emphasize analyzing teacher
and learner behaviors as they occur rather
than analyzing the more comprehensive
evidence of teacher thinking, the instructional decisions which are made, and their
results. We believe that conventional clinical supervision needs to be updated to
focus on the inter-connections among the
thinking, beliefs, and behaviors involved in
the act of teaching. (p.35)
Although these comments may be more supervisory
related , they reiterate the fact that new teachers
need to connect their teaching strategies with their

"Effective teacher education programs
are based on a conception of teacher
growth and development; acknowledge
the complexities of classroom, school, and
community; are grounded in a substantial
and verifiable knowledge base; and are
sensitive to the ways teachers think, feel,
and make meanings from their experiences " (p .687) .
Added to this is the research that shows how performance links teachers to their students' cognitive outcomes. As a result teacher educators are beginning
to ask the following questions:
•
•

How can educators best help or assist preservice
and new teachers?
How does one tap into the new teachers' view of
themselves, assist them to reflect on this, and
then apply it?

Teacher practitioners know that new teachers
are literally swamped with paper work during their
first year. They do not have the time, or luxury, to
reflect on who they are and what they are about.
Yet, research indicates that teachers need this piece
to be a part of their everyday lives. Teacher educators need to set the example and show the novice
ways in which to do this simply and effectively. Not
only that, assistance should be afforded so discussions could occur in non-threatening and encouraging environments.
If the new teacher is to meet BSTA, INTASC, or any
standards imposed by states or districts, we must find
innovative ways to encourage new teachers to regularly reflect. One must therefore, set up alternatives
to show that we are a community working together.
Talking to other individuals, sharing ideas in writing, or
viewing another teacher will provide the much needed food for thought.
New teacher and/or induction programs, whatever your label, must include some form of reflection
as an ongoing piece for the novice. The person/s
conducting these support programs must reflect on
and find vehicles to best serve the novices' needs.
No two educators agree on exactly how this will or
should be achieved . The keys rest in the suggested
outlets for the teacher novice to explore his/her
ideas, needs, frustrations, and successes.
As Coordinator of a ten year New Teacher Program, I have found reflection to be the most significant piece for the novice. Over the years this reflection has changed from a weekly one, to a monthly
dialogue, to a random completion of reflection
forms. Asking new teachers to write their thoughts on
a monthly or weekly basis is, and has, not been succ essful. The new teachers with whom I work are
more apt to respond verbally about their feelings,
than to complete a written piece . Rather than push
the issue, several alternatives were considered.
Reflection is a critical piece to one's teaching, so
I began searching through articles, talking with new
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personal thinking and how it impacts the classroom.
During the initial September meeting, all participants complete the Biography Poem (see Appendix
A). It is collected, typed, and filed for use at the final
June meeting. The novice does not view their September reflections until they have written their June
sample . After this is completed, I provide them the
typed September poem . I am able to see and hear
as they reflect on their initial thoughts. Some comments are : "Wow, I used the same words here! " Or
" Boy have I changed in my fears ... "
The sample new teacher poems (see Appendix
B) reflect their pre and post efforts. Top portions are
the September's view, and bottom portions relate to
June. As you read these reflections, note that many
times the same words appear at both the beginning
and end of the year, and more dialogue occurs in
the June responses. They tend to ignore the original
direc tions and add their true thoughts and feelings.
The issues that arise show a tendency toward general
classroom functions in September and student orientations in June. This is totally in sync with the research
on new teachers that show them moving from self
concerns to those of their students' needs.
The ne w teacher groups comprised teachers
ranging from preschool to high school. Reflecting on
this activity they begin to further compare their positions, differences and similarities at grade levels, and
begin to dialogue and analyze their year. One
tea c her stated, "I was too close to the situation all
year, now I feel like I am outside looking in at my feelings."
This fifteen minute activity lead to reflections on
what they wanted to change for next year and how
they were going to achieve this. It was as though
they now had a common base and could truly
exchange ideas and thoughts. This is not to say that
reflections are best completed with poetry, but it
adds one more strategy that may be utilized with a
group of new teachers. The novices felt comfortable
sharing theircomments and poetry due to the trust
that had been built throughout the year. It was exciting and heartening to view how this simple activity
c aused them to share feelings and reflect on who
they were over the past year. It was as if a lid was
re moved and they could now discuss it all.
This a c tivity will depend on the group, its needs,
and what they feel compelled to do. This simply is
one more avenue and strategy to use in the nevere nding searc h to assist new teac hers and help them
reflec t on their teaching.
As you read the poetry samples, note the similarities, even though the new teachers ' situations vary
by grade, area, and comfort level. Many felt this
e xercise truly helped them see how far they had
come . Others c entered on the concepts, and were
totally surprised by their choice of words over the
year. They saw their growth in specific ways by
reflecting on their classrooms, based on this writing .
Many indic ated they will utilize this strategy with their
c lasses next year so they could see how students
viewed themselves in relation to their own learning .

After you read the new teacher comments put
yourself into a similar situation and complete the
poem. How do you compare to the novice? The
overriding questions may be: Are we really any different from the new teacher? Do our feelings and
reactions change depending upon our leve ls of
calm, frustration, etc .? The main thought to remember is that we are a ll learning and expanding who
we are at the end of each school year based on our
challenges, growth , and vision as teachers . As
teacher educators we must be willing to reflect on
our lives. If we model this, then we will be able to
effectively assist the novice.
Our goal should involve the finding of simple,
effective ways in which to get to the heart of new
teacher needs and act upon them . We want our
novices to be successful, and this simple tool may be
one effective way to do so.
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APPENDIX A

BIOGRAPHY POEM / SPRING
Line one = your first name
Line two = using four adjectives describe yourself in a
positive way: I am ......
(Name three things for each of the following statements.)
Line three = I am a teacher of ........ .. .
Line four = Who feels ............ ..
Line five = Who fears ........ .... ..
Line six= Who has been successful .... ........ .. .. .. ..
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Who has been succ essful coping, relating, and planning.
Who would like to continue to smile, be abducted by
clingons, leave this life filled with energy and not
because I am tired.

Line seven = Who would like to ... .... .. ...... ..
Line eight = your last name
Adapted from Garfield, Sara. Journal of Reading,
37 : l , September 1993, pp .55-56.

(September)
Susan

APPENDIX B
I am warm, funny, compassionate, a nd passionate.
I am a teacher of reading , writing, and speaking
(communication) .
Who feels sick, tired, but proud.
Who fears failure, disappointment.
Who ha s been successful in school, professionally.
Who would like to secure tenure, a husband, and
children .

(September )
Shawn
I am innovative, enthusiastic, comforting, comfortable.
I am a teacher of children, students, individuals.
Who feels excited, interested, nervous.
Who fears parents, vomit, c haos.
Who has been successful in finding a job, in fulfilling
my dream, in making a child feel good.
Who would like to get rehired, make a difference in a
c hild 's life, move out.

(June)
Susan
I am funny, friendly, outgoing, loving.
I am a teac her of reading, writing, speaking.
Who feels friendship, energetic, trusted .
Who fears failure, exhaustion, boredom .
Who has been successful teaching, c aring, learning .
Who would like to make a differenc e, make life fun,
and encourage my students to enjoy reading .

(June)
Shawn
I am patient, flexible, fortunate, excited about next
year.
I am a teacher of children, students, myself.
Who feels tired, overwhelmed, on the right track.
Who fears vomit, parents, not being employed at...
Who has been successful getting into a routine, in
seeing students succeed, in dealings with parents
(most).
Who would like to be at . . . in .. . next year, get a
great second evaluation, continue to learn.

(September)
Judi
I am organized, energetic, c reative, and sensitive.
I am a teacher of humans, thinkers, and discoverers.
Who feels joyful, motivated, and positive.
Who fears loss of organization, loss of life, loss of
autonomy.
Who has been successful learning new things, in
embracing my students, and working with my peers.
Who would like to help my students explore, create,
and enjoy.

(September)
Jo hn
I am caring, eager, courageous, humorous.
I am a teacher of life, words, empowerment.
Who feels frustrated, comfortable, concerned .
Who fears disunity, confrontation, melancholy.
Who has been successful overcoming life, raising a
family, knowing myself.
Who would like to relax, read more, write a book.

(June)
Judi
I am energetic, curious, motivated, and creative.
I am a teacher of human beings, beautiful children,
the future.
Who feels empowered, joyful, and optimistic .
Who fears loss, desolation, isolation.
Who has been successful connecting with, embracing, and getting to know life.
Who would like to help my students touch the stars,
give them all of my
energy, and help them to live, love, and laugh
always.

(June)
John
I am persistent, creative, sincere, street-wise .
I am a teacher of careers, ideas, problem-solving.
Who feels empowered, more confident, in touch .
Who fears only those things which are fearsome,
stagnation, a lion cub.
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Teacher Education, Democracy, and Schooling:
Transmission or Transformation?
Cameron White
equalizer and developer of active citizens. Folks are
c irc ling their wagons in an age where cooperation,
com promi se, and progress seem destined for the
scrap heap.
We must finally decide if transmission or transformation should be the goal of teacher education and
schooling; for democracy is the ultimate issue. The U.
S. educational system seems mired in an outmoded,
modernist, and reactionary educational agenda . This
agenda raises fundame ntal questions regarding the
real purpose of education in o ur society . Societal
transitions are occurring that can no longer be
answered by uniformity and simplicity. A deconstruction of educational narratives that questions a rational, scientific order is now needed (Kinc heloe, J . and
Steinberg, S., 1992). Where best for this to occur than
within the context of teacher education?

Cameron White is an associate professor of Curri culum and
Instruction a t the Unive rsity o f
Houston . He has many ye ars o f
teaching experience at the K-12
a nd co llege levels. Pro fessional
interests inc lude tra nsformat ive
c urriculum and instruc t ion and
teacher education, c ritical pedagogy, progressive ed u ca tion ,
ed u ca ti ona l t echnology, and
international education . He we lcomes dialogue and professional
interactions regarding the above
issues. He can be contacted a t
cswhite@uh.edu.

Introduction
A c ritical discussion regarding teacher education
and democracy must occur in order to develop an
understanding of the issues and concerns with
schooling in our society.This will ultimately assist in
addressing specific issues regarding the ultimate
goals of education in a democratic society. Efficacy
and the empowerment of students and teachers
should be a particular focus, for many are questioning what really is happening in the name of schooling
and democratic education. In many instances the
goals of education and schooling seem to no longer
be one in the same. We must do more to integrate
imagination and affect into the education process,
for these naturally lead to more meaningful teaching
and learning (Egan, 1999).
A more critical discourse is needed regarding the
role of teacher educati on to promote democracy
and transform schooling . Despite c urrent praxis, soc iety can employ teacher education as an attempt to
cope with multiple perspectives and lack of efficacy,
rather than as a device to promote continued hegemony and disempowerment (whic h is what is c urrently happening). We must provide an opportunity for
debate regarding teacher education, democracy
and schooling and therefo re initiate a forum for continued discussion (White, 1999).
The role of teacher in this society has drastically
altered during the last thirty years or so. Teachers
today must act as parents, baby-sitters, counselors,
police officers, friends, and yes, must remain teachers
as well. Debates rage regarding the role of schools
and education in society . Teacher education and
the profession of teaching are ca ught in the middle
of these debates. Conservatives decry the evils of
public schools and lack of c hoice. Liberals question
the status of schools and education as the great

What's Going On Here?
Transmission or Transformation?
The times they are a changing; we are living in a
time of great transition. An unknown future looms
menacingly before us. Uncertainty and unsettledness
permeate all aspec ts of contemporary U. S. society.
Debates rage regarding direc tion or lack of direction, left or right, and lack of cooperatio n and compromise .We do not seem to be moving gracefully
into our future.
A vital component of this needed analysis and
disco urse suggests that a plura lity of definitions,
approaches, and ideas is needed. An expression of
differences and their contextual relations offer an
understanding of social, cultural, political, and economic activities. It is time to address power, democracy, and domination issues in th e wor ld (Beiner,
1995). These issues must be addressed as they relate
to teac her education and schooling in this society.
Deconstruction of teacher education, democ racy, and schooling and their perceived role in soc iety
is an important step . A pluralist understanding is
needed in order to cope with the nature of things.
These approaches suggest a liberation from old constraining and oppressive conditions and an affirmation of new developments, new terrains, and a forging of new discourses and ideas (Best and Kellner,
1991),
Perhaps a key issue that has provided impetus for
this thinking is the growing influence of corporation,
technology and capita lism in the world in the guise
of globalization. The concepts of nation-state,
democracy, and economic growth and development o n a large scale and equality, human rights,
and efficacy on a smaller individual scale are c hanging as a result of this g lobalization . When citizenship
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responsible citizenship for a propensity for thinking,
valuing, and acting, rather than for the promotion of
particular thoughts, actions, or values (Stanley, 1992).
The goals and objectives of ed ucation require
rethinking and reconceptualizing to meet the needs
of students and society. Since a critical perspective is
needed , teacher education should then be
designed to facilitate a critical thinking and problem
solving focus that allows for a variety of perspectives.
Traditional teacher education and schooling have
been reactionary institutions. Postmodern education
suggests proactivity. The democratic ideal so inherently espoused in modernist perspectives should
finally be put into practice in education . Teacher
education, for example, would be transformed as a
focus for a transdisciplinary approach in education
so as not to perpetuate the status quo. Truly democratic praxis would not only be taught but would
engage the system in all educational endeavors
including schools and classrooms.The ultimate goal
might very well be to change the social order toward
a more just, equitable, and humane world for "everybody's children" (The Holmes Group, 1990).
What then is the role of schools and classrooms in
this era? Schools and classrooms serve to socialize
students into their roles as citizens in our
society.Schools and classrooms have been designed
to perpetuate the status quo and remain very traditionally organized . Our schools are designed to "educate the masses" using basically the same universal
curriculum and instructional strategies to achieve a
"liberal perspective." Schools remain isolated buildings with few connections to the outside world
(except technology) . Classrooms are also isolated
areas that remain for the most part teacher dominated and non-democratic . Yet power is a legitimate
issue in schools and classrooms with both still operating under the assumption that one grand design can
meet the needs of all.
Schools and classrooms in this e ra need to be
deconstructed and reconceptualized. In creasing
efforts are underway within schools and c lassrooms
to address the issues of social, cultural, political, and
economic flux. Social injustice, social construction of
knowledge, classroom culture, and the dissolution of
identities must be discussed (McLaren and Gutierrez,
1994). Only when these voices are recognized and
heard and we understand that schooling is a place
where power is negotiated can we begin to address
this angst as it relates to education.

education is assimilated into political socialization
many issues related to facilitating democracy arise
(Gutman, 1987). Easy answers are not, and perhaps
never were, available. Now, how can these issues be
addressed within the context of teacher education
and schooling?
Democracy and Schooling

As the central establishment for the transmission
of traditionalism, education has not escaped the
changing times. The roles of schools, education, and
teacher education are being questioned. What truly
is the role of schools, what is the purpose of education, what is the context of teacher education in our
society? There seems no current societal debate
more impassioned than that surrounding these questions. And thar debate stems from the changing
social, cultural, political, and economic endeavors in
the world today. Democratic t eacher educators
have to be down-to-earth as they develop teaching
and learning for facilitating democratic practices
(Novak, 1994).
The role of schools has traditionally been to instill
a particular westernized mindset where citizenship,
the role of humans, and yes, even the idea of "American" are understood. The purpose of education in
the traditional modern world in general is to inculcate traditional "Ame ri ca n " values in our youth
where we prepare c itizens for the world of the industrial workplace by teaching them to be punctual, to
sit si lently and motionless for extended periods of
time, to not question their role in the organization
(classroom), and to interact appropriately while
"trained" with technology. Promoting allegiance and
socialization to "American" ideals are the primary
goals of schools (Loewen, 1995).
Western society is attempting even more disempowering and demeaning techniques in its effort to
deal with what is seen as societal, cu ltural, political,
and economic turmoil. Using technology for drill and
practice to train chi ldren for standardized tests and
to achieve "effective and efficient" knowledge perpetuate this thinking . Insisting that children walk quietly, looking straight ahead, with their hands clasped
behind them, all wearing the same uniform, while
administrators are perched at obvious spots with
walki-talkies in hand might bring other institutions to
mind rather than schools. Classrooms that are quiet
with children sitting in rows completing worksheets to
prepare them for the standardized test have
become the norm. We also find lunchrooms where
children are required to be absolutely quiet. Prisons
are now receiving more funding than higher education in this nation. The dissolution of social welfare
and the increase of corporate and military welfare
are also examples whereby priorities in this age are
easily questioned.True contradictions are present
everywhere . For example, we teach about democracy, yet educational institutions at all levels in society are often autocratic and thus demeaning and
disempowering. The idea of c ivic competence as a
goal in education suggests the development of

Transforming Teacher Education

Teacher education has not escaped the scrutiny
given to the other social institutions during this transition . It too is currently faced with questions regarding
its efficacy. And the fact remains that approximately
one third of those trained to be teachers will not be
teaching in three years . But if someone has gone
through the training, proven their efficacy, why do
they leave? Perhaps this is an indicator that we are
not doing all that we should be in this new era to prepare future educators for life in today's intend ed
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learning centers. The National Commission on Teaching and america's Future (1996) suggests the following premises:

tion . The following recommendations are suggested
from the National Commission on Teaching and
America's Future (1996):

What teachers know and can do is the most
important influence on what students learn.
Recruiting, preparing, and retaining good
teachers is the central strategy for improving
our schools.
School reform cannot succeed unless it
focuses on creating the conditions in which
teachers can teach, and teach well.

Get serious about standards (for students and
teachers).
2. Reinvent teacher preparation and professional development.
3. Fix teacher recruitment and put qualified
teachers in every classroom.
4. Encourage and reward teachers knowledge
and skills.
5. Create schools that are organized for student
and teacher success.

l.

2.
3.

l.

Teacher education also unfortunately suffers from
many of the same issues and concerns as education,
schools, and classrooms. They are all related and the
phrase that we are doomed to teach the way we
were taught rings frightfully true. Teacher education
too has served to perpetuate the status quo in order
to meet the needs of a modernist world. Teacher
education has traditionally been conducted at higher education institutions, places which seem to truly
embody the notion of modernism with its goals of
enlightenment through liberal arts. Teacher education programs have students complete basic courses
in libera l arts prior to the teacher education
sequence, which is usually comprised of introductory
cou rses, methods courses, and student teaching.
Technology training for prospective teachers reinforce traditional applications.Students typically have
engaged in brief periods of observation in schools
prior to their student teaching experience. Teacher
education courses have also been conducted very
traditionally, with the professor dominating class decision-making regarding curriculum and instruction.
Rarely in teacher education programs does one
find much more than the focus of applying theory to
practice in the current setting, with practical applications the driving force. Ideas regarding efficacy in the
teaching profession, democracy and empowerment, critical approaches to c urricu lum and instruction, and deconstructing the goals and objectives of
education, schools, classrooms, and teachers are
generally avoided in teacher preparation . The idea
has been to "train" individuals to meet the grand
narrative regarding what it is to be a teacher and
what the teacher 's role is in society. Unfortunately,
with the societal, cultural, political, and economic
transitions occurring, teachers and their schools have
served as scapegoats when society at large is
unable to find solutions to these perceived problems
and issues. But schools have often bought into this
and adapted to fit society 's modernist and oppressive focus .
A critical debate must ensue, and perhaps the
place to begin is teacher education . What is the role
of teacher education but to empower prospective
teachers with th e knowledge, skills, and attitudes
important in effecting cha nge in the schooling
process.Those responsible for teacher education
preach the importance of praxis. Critical analysis and
reflection are vital components of praxis in educa-

Perhaps the place to begin this transformation is
in teacher education programs. Since schools and
classrooms seem caught in the bureaucratic mire of
modernism , teacher education just may be the
place to begin to deconstruct and address these
social, cultural, political, and economic concerns
and changes. Despite being housed in universities
with their modern perspectives, enough autonomy
may yet exist for discourse and action to ensue. Professional development schools,site-based teacher
education, and alternative certification are examples of attempts to deal with issues surrounding education, schooling, classrooms, and teacher education .
Perhaps the only effort that begins to deal with
the issues of social, cultural, political, and economic
empowerment of the disenfranchised in education
(students and teachers) are truly site-based teacher
preparation programs. A site-based program in an
urban situation allows prospective teachers to experience the deconstruction of the grand narrative
regarding education. A variety of school districts and
specific school sites as choices engages students in
experiencing these social, cultural, political, and
economic transformations.The potential to experience the diversity in society that occurs within
schools that may lead to an appreciation of the
need for pluralism can only occur if students engage
teacher education praxis out of the confines of the
ivory tower and in the schools (Hargreaves and
Jacka, 1995). Reconceptualizing teacher education
and the education process to include critical
approaches will encourage the institution of schooling to transform .
Conclusions
Teacher education must not o nl y be about
preparing teachers through the methods mentioned
above. It must also include a thorough discussion of
the important questions so as to deconstruct the idea
and goals of education, schools, classrooms, and
teachers in society. Discourse regarding the issues of
social, cultural, economic, and political transitions
through a critical perspective must occur if there is
any hope for the personal transformation of prospective teachers. Site-based teacher education encourages such a discourse, but it is really not occurring,
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and the politics of engagement in Breaking free:
The transformative power of crit ical pedagogy.
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Gutman, A. (1990). Democratic education in difficult
times. Teachers College Record . 92: 7-20.
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seduction? Postmodern patterns of preparing to
teach. Peabody Journal of Education. 70(3), 41-

again due to traditional baggage. Democratic praxis
should be the goal (Parker, 1996).
Prospective teachers should be provided opportunities to be proactive rather than reactive. They
must also be allowed to participate in the decisionmaking in their professional development program.
Simply going through the motions of teacher education cannot be enough for prospective teachers in
this transitory time . If we are to truly address these
vital educational questions and to concentrate on
these social, cultural, political, and economic transitions, site-based teacher education must be willing to
go the ne xt step. Prospective teachers need be
allowed to become transformative intellectuals who
are able to affirm and practice the discourse of freedom and democracy (Giroux and McLaren, 1996).
They must be allowed to critically analyze curricu lum,
instruction, and technology 's role in learning. For how
can we possibly educate teachers and children by
ignoring the ultimate goals for human progress?
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Vocabulary's Place in the Classroom
Jill C, Williamson
importantly, how can we help stop this? I'm not referring to dated or archaic speech, such as "hearken"
or "hither most"; I'm referring to just standard American English. How often have we heard a student say,
"Ya know what I mean" when he or she hasn't said
anything? Words convey thoughts; the more we
have at our disposal, the better we can express ourselves.
For the most part, we certainly cannot rely on
outside influences to help. Today's youth stand little
chance of having their vocabulary enhanced in a
positive way by what they hear on television, in the
movies, or in song lyrics. I am not insinuating that
these entertainment venues are totally devoid of any
learning experiences for our children. Once in awhile,
a child may glean a new word from the dialogue in
these productions. We must admit that there are several creative minds writing for the world of children's
animation in today's society, and we know that children of all ages love cartoons, as well as animated
films, The Walt Disney Company has been producing
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She has taught multi grade levels
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A colleague recently stated "English is becoming
a forgotten language-one big word at a time." This
made me think. Why is it that words commonly used
in previous generation are ever more increasingly
being left out of everyday conversations? And, more
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inspirational and educational films for decades. Mary
Poppins added the term "precocious" to my vocabulary a long time ago. The Warner Brothers cartoon
characters, dating back as far as the Looney Tunes,
often possess a sophisticated vocabulary. When I
was a toddler, Sylvester and Daffy introduced me to
the words "preposterous" and "precisely. " These are
good words . In the l 990 ' s cartoons, such as Pinky
and the Brain and Animaniacs, still provide our children with an opportunity to enhance their vocabularies. In every episode, Brian asks, " Pinky, are you
pondering what I'm pondering?" Notice he uses the
verb "to ponder" not the verb "to think. " The expression "pondering" is much richer and packs a much
more powerful punch in this context than the verb
"thinking."
Today's children have probably seen Yakko
recite the entire English dictionary from A to Z at least
once. It is a clever skit; however, the words, which are
not defined, are fast, furious and fleeting. They fly by
so quickly that no child watching could possibly augment his or her vocabulary. However, the message
that the English language is a collage of words waiting to be discovered is the point parents and educators are trying to make. I applaud the creators of
these programs for introducing our children to the
thought that learning is not only important but also
fun.
One the other hand, our children are bombarded with numerous horrendous expressions in a single
day of television viewing . When I was a child, I heard
Popeye say over a thousand times, "I'm strong to the
finish cause I eat me spinach . I'm Popeye the sailor
man. " Yikes, I'm Olive the appalled schoolteacher.
There is no rational defense for this grammatical disaster. We need to acknowledge the fact that the
average television show is written on a fifth grade
level and television commercials repeatedly insult our
intelligence. Jif may taste more like fresh peanuts
than Skippy, but there is no such word as "peanuttiest." And we really don 't want our children to incorporate it into their everyday language.
We also need to realized that Hollywood's primary job is to entertain . Even though I recall learning the
meaning of the word "comeuppance " while watching Citizen Kane and I remember asking my brother,
"What does 'blasphemy' mean?" while watching The
Adventures of Robin Hood, I believe that these
instances are the exception rather than the rule .
Modern movie often portray an unconventional,
even wretched, side of life; and the characters who
function within these social settings often possess language skills that are equally as wretched. There may
be an authenti c flavor to the jargon, which adds
some artistic merit to the production; however, we
certain ly would not want our c hildren to emulate
these patterns of speech. In fact, we often have to
undo the damage that 's already been done.
The music industry, which is probably the most
influential force on young people of any generation,
does now and always has assassinated the English
language. Decades ago, the Rolling Stones sang, "I

can ' t get no satisfaction"; and parents must have
c ringed at this grammatical mess. In today's popular
music there is rhythm and rhyme; there is alliteration
and assonance. Unfortunately, children internalize,
almost instantly, what they hear in song; and the
lyrics of most poplar tunes are laced with poor syntax, even poorer grammar, and a long list of vocabulary words that even the most liberal definition of the
word "poetic license" would not allow an artist to
c reate. So we must look to the schools and educators for help. However, sometimes this approach also
presents a problem.
In many school districts a multitude of subjects
are classified as Language Arts, including computer
science and foreign language. These are important
subjects and deserving of the time allotted them. I
fear that the vocabulary portion of Language Arts is
becoming harder and harder to place in the daily
schedule. Many times it's handled only as a homework assignment. We need to find ways to bring
these vocabulary words into the classroom throughout the day without having to dedicate a great deal
of the already packed school day to it.
I also worry that we talk down to children instead
of helping or encouraging them to talk up to us. By
"talk down" I don't mean being condescending but
simply using words with few syllables or words we
believe they already know. By "talk up" I mean using
more elaborate words in the appropriate fashion and
providing the proper context clues to help increase
their vocabulary through everyday use. A better way
of saying, "I can't wait for lunch; I'm so hungry!" would
be "I can't wait for lunch; I'm famished ." A child might
ask, "What does "famished" mean?" A child already
knows the meaning of the word "hungry." We know
that children are curious; they want to understand .
We must use a child's innate inquisitive nature to our
advantage. If a child doesn't understand something
that he or she hears, more often than not, that c hild
will ask a million questions until the confusion clears.
I want us to make sure we are not just giving students a vocabulary list for homework, testing the students on Friday, and forgetting about it. We need to
bring this extensive list of words into the classroom in
a more succinct way; we need to plant them in the
c hildren's "working" or everyday vocabulary. However, we don't need to use a direct method when introducing new words . Expandi ng their vocabulary
should not seem like another assignment, but rather
an ongoing game played throughout the day. Casually using unusual but appropriate words during the
teaching of any subject can prove quite effective
and stimulating . As adults many of us have come to
realize that mental exercise can be as much fun as
physical exercise if approached and handled in a
positive way.
When a student is writing a word on the board
and recognizes that the word is unfamiliar, just a
moment or two spent on the definition is all that is
needed at that time. A word of praise for the student
is recommended . Keeping a bulletin board with an
ongoing list can provide a space to place the word.
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attempt to define it without the dictionary. I write
these words on the board, with definitions, and
grade myself after I have done ten of them. I usually
grade at an 80, 90, or l 00% and the kids love it.
Weaker students must not be allowed to fall out
of the loop. Perhaps they need more examples given
during guided practice periods throughout the day.
Each student's progress must be acknowledged. For
each individual an increase in the use of new vocabulary words from one week to the next can be charted and rewarded. This affords the weaker students
the chance to compete against themselves. These
students may need to try harder; but they, too, will
constantly be increasing their everyday vocabulary.
They will be enabling themselves to reap the benefits
of their labors.
There is no need to inundate students with a barrage of words. A new word added to the list every
few days in sufficient. We can use t he assigned list,
applying it continuously in class. It's the use, not just
the knowledge, of the words that makes them of
value. We must remind the students that the list of
words they compose is worth a great deal more than
any list someone else makes for them. These words
are theirs. These words are connected to their reading and their experiences; they are associated with
their ideas. And, because the students' curiosity is
piqued at that moment when they want and need
to know the meaning of this unfamiliar utterance,
there is a far greater chance that the moment is ripe
for learning and the word's meaning will stick in their
memory forever.
Having an enhanced vocabulary can only work
to a student's advantage. Whether it's writing a
paper, getting into a college, or interviewing for a job
later in life, a good vocabulary is essential and can
only augment a student's prospects. Be it right or
wrong, the larger the vocabulary, the smarter the
person is perceived to be. Students need the
resources to be able to replace tired words with
more effective ones. A good vocabu lary gives them
plenty of options from which to choose the best
word. As teachers we have an obligation and, therefore, must find an opportunity to increase students'
everyday vocabulary during the short time that they
are in our care.

Simply add the word to the list and review its meaning in between subjects. This will allow students the
opportunity to add the word to their vocabulary, as
long as they have the chance and encouragement
to use the word in everyday speech.
As a parent I taught my children the meaning of
a word by using the word repeatedly in sentences
laced with context clues and synonyms. "Do you
want Cheerios for breakfast? Mommy will make a
bowl of cereal right now." Of course, much repetition
is unnecessary and contrived for older children,
although I still make sure there are plenty of context
clues. The material must be age appropriate, but the
vocabulary being introduced should be on a higher
level.
I also encourage students to ask the meaning of
a word that is unfamiliar. At the beginning of the
year, they may be apprehensive; but, after a few
weeks, it becomes common place; and they are
quite at ease. This process helps dismiss any reservations that the students will not understand what is
happening in the classroom and will therefore lose
interest. Just the opposite will occur. Using an ongoing list, posted on the bulletin board where new
words are added to old, provides a wonderful
choice of words for students to incorporate into daily
speech. This also serves as a constant reminder of
how much their vocabulary has grown since the
beginning of the school year. For reinforcement students can devise a quiz similar to the "IT PAYS TO
ENRICH YOUR WORD POWER" found in READER'S
DIGEST. This can be submitted to the school paper.
Games may be introduced that encourage the
use and reuse of vocabulary. One such game uses a
point system to reward the student. If the student
uses a word on the new list appropriately, he or she
receives two points. A student using a word from the
previous list earns one point. The two students with
the most points at the end of the week receive a
prize. Of course, the prize must be age appropriate
and financially feasible for the teacher. This can be
anything from an ice cream during Friday's lunch to a
scratch-n-sniff sticker.
Students should be encouraged to bring in their
own words. Words they hear away from school can
be brought in and added to the list for the class to
look up and review. Often students encounter a
word while reading or watching television that they
do not recognize and cannot figure out from the
context clues provided. Possibly these words can be
added to the next week's vocabulary list. Using
vocabulary in written assignments must be fostered
as well. These, too, may receive points toward the
week's total.
I have found children to be extremely enthusiastic when I play " Stump the Teacher". I have the
class look in their dictionaries and give me any word,
other than a proper noun or foreign word, and then I
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Discipline by Negotiation: A Study of
Teacher-Student Interactions
Daniel R. Toma!
managing school discipline with varying degrees of
success. Given this wide v'a riety of approaches,
teachers are constaritly searching for more effective
means of handling discipline (Gootman, 1998; Shimahara, 1998). Also, due to increasing lawsuits against
schools, administering effective disciplinary policies
and programs are becoming more difficult. According to Toby (1999) " ... violence and disorder in schools
are most likely to increase since schools have to be
more legally cautious in disciplining disruptive students."
Traditional models of discipline based upon NeoSkinnerian principles have long been criticized for
being too intimidating and counterproductive
(Harmin, 1995). As the concern for discipline grew, a
number of less evasive models such as Discipline
without Coercion, Congruent Communication, Discipline with Dignity, Discipline Through Self-Control, and
Assertive Discipline were developed. Whi le teachers
have tried many different discipline models, teachers
continue to struggle with ineffective discipline management, which has led to decreased student learning, teacher stress and attrition (Tomal, 1999; Kohn.
1993),
C. M. Charles (l 996) stated, "Concern about discipline is not declining but is growing year by year.
Numerous studies list discipline as a major problem
with which teachers must contend and a significant
factor for teachers' leaving the profession" (p. 3). The
ability of the teacher to effectively manage discip line is an essential component for students' academic achievement.
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Abstract

The purpose of this study was to identify the most
frequent and difficult discipline problems experienced by teachers, and to study the interactions
among teachers and students. Forty eight high
school teachers from a lower socioeconomic urban
public district completed a ten-factor disciplinary
questionnaire. Results indicated that "talking without
permission," "apathy or low motivation," and "defiance or disrespect" were the highest ranked problems (rank correlation: r = +.86). Based upon group
interviews. teacher-student interactions appeared to
have a negotiation element with an underlying use
of tactics and countertactics. Examples of student
tactics included: the "emotional tantrum." "fait
accompli ," "one more chance ," "forbearance,"
"dumb is smart, smart is dumb." "rationalization."
"emotional insulation." and "denial of reality." Examples of teacher countertactics included: "conditional
responses," "confrontation," "praise." "fait accompli."
and "mediation."

Method
Purpose of the Study
Given the concern to help teachers become
more effective in managing school discipline by
teachers and administrators of a public school district
in northeast Illinois, a research study was undertaken
to identify some of the more frequent and difficult
discipline problems and then to develop a program
to help the teachers more effectively manage these
problems. The study was conducted over a period of
one year at an urban public school high school district servicing over 3,000 students. The study was conducted primarily at two large high schools in the district. While the schools represented a diverse ethnic
background, the majority of the students were
African American and from a lower socioeconomic
status. Also. while many of the teachers had been
trained in using various discipline models, surveys
revealed that teachers desired additional training
and skill development in this area.

Discipline continues to be a significant problem
for our schools. Aggression, harassment. defiance.
fighting. classroom disruption. and violence are but a
few of the disciplinary problems teachers face . For
example. according to the Phi Delta/Gallup Thirty
First Annual Poll, the top two problems facing schools
are "lack of discipline/more control, and fighting/violence/gangs " (Rose & Gallup, 1999). The authors
state that "the concern for student control and safety in the schools is enhanced by the fact that the use
of drugs/dope is tied for fourth place. "
Throughout the country teachers are utilizing a
variety of approaches and creative schemes for
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Procedures
Forty eight teachers participated in the study.
These teachers were selected fo r the study based
upon their desire to improve their knowledge and
skills in managing disciplinary problems. Data were
collected through the use of a questionnaire, group
and individual interviews, and limited observations of
teacher-student interactions. The questionnaire consisted of a list of disciplinary problems which the
respondent was asked to rank order the items in two
ways: (l) the frequency of the problem, and (2) the
level difficulty of managing the problem in their classrooms.
The group interviews were conducted in conjunction with the questionnaire. The questionnaire
also was used to help set the stage in conducting onsite interviews by allowing the teachers to identify a
wide range of disciplinary problems from which to
reference. The term disciplinary problem was loosely
defined as any offense or behavior by a student that
was deemed by the teacher to hinder student
learning or compromise the educational process.
Therefore, while most of the descriptions of disciplinary problems were the typical offenses committed
by students in schools today, some of the disciplinary
behaviors related to student academic performance
such as failure to complete assignments, apathy, low
motivation, careless work, absenteeism, and disinterest in school.
The group interview sessions consisted of a series
of open-ended questions such as "What are some of
the most difficult aspects in handling disciplinary
problems?" "Describe a typical discipline situation"
"What methods seem to be most effective in handling these problems?" and "Describe some typical
student responses when you are dealing with a disciplinary situation." The group interviews appeared to
offer a synergistic element to the session by allowing
the participants to question each other and further
elaborate on the various opinions and viewpoints.
On the other hand, the individual interviews allowed
the teachers th e opportunity to be more open with
their inadequacies in handling ce rtain disciplinary
problems. Limitations of the study included non-random sampling, lack of audio recording of the interviews which would have improved documentation
of comments, and limited observations of tea c herstudent interactions.

pline problems and the degree of difficulty in managing them Cr= +.86).
While there is some value in showing the relationships between a disciplinary problem and degree of
difficulty, it was more useful to examine the ranking
of the disciplinary problems based upon frequency
and degree of difficulty.
The data indicated that talking without permission was a disciplinary problem that was not only the
most frequent but also the second most difficult to
manage. Apathy or low motivation was another discipline area that was ranked the second highest in
frequency and the most difficult to manage. The discipline problem of defiance and disrespect was
ranked number three for both frequency and difficulty. While sleeping, a general term used to describe
dozing off, daydreaming and the like, was ranked
seventh, the teachers ranked it the least difficult to
manage. The least frequent discipline problem rankings included physical fighting and verbal fighting .
The teachers also ranked them as not being difficult
to manage relative to the other discipline problems.

Table 1
Student Discipline Problems
Discipline Problem
n=48
Use of profanity
Defiance or disrespect
Talking without permission
Cheating or lying
Sleeping in class
Apathy or low motivatio n
Harassing other students
Tardiness or absentee ism
Verbal fighting
Physical fighting

Frequency
Mean (SD)
5.9 (l. l)
3.8 (1.7)
2. 1 (l. l)
5.9 (2.4)
6.2 (2.2)
2.5 (1.6)
6.2 (2.3)
5.1
(2.7)
7.8 ( 1,7)
9.4 (1 .8)

Difficu lty
Mean (SD) Correlation
6.4 (2.1)
.15
3.7
(2.2)
.63
3.3 (2.1)
.36
6.1
(3.0)
.54
8.0 (2.0)
.49
2.6 (1.6)
.72
5.9 (2.4)
.49
5.9 (3.0)
.83
,67
6.7 (2.8)
7. 1 (2.3)
.49

Table 2
Rank Order of Discipline Problems

Results
Responses to the Questionnaire

Discipline Problem
Use of Profanity
Defiance or disrespect
Talking without permission
Cheating or lying
Sleeping in class

Frequency Rank
5
3
l

Difficulty Rank

6

6
10

Apathy o r low motivation
Harassing other students

2

7

4

Tardiness o r absenteeism

4

4

Verbal fighting

9
10

9

Physical fighting
r= .86

Table l illustrates the data from the questionnaires which were analyzed by ca lcu lating means,
standard deviations, and correlations for each of the
disciplinary problems . Table 2 shows a rank-order
corre lation fo r the discipline problems . The rank
orders of the disciplinary problems which were calculated in order to observe the relative values of the
frequency as well as level of difficulty. There was a
high correlation between the frequency of the disci-

7

7
3

2

8

Interview Responses
During the interview sessions, the teachers
appeared to be open and ca ndid in their responses
and opinions about their experiences with disciplinary problems. They accepted responsibility in their
role as a teacher to manage their own problems.
Occasionally, some teachers believed that the
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school administrators co uld be more responsible in
developing and administering viable school policies,
especially concerning tardiness and absenteeism .
However, most tea chers would acknowledge that
the problem of school discipline was a difficult one to
handle and that there isn't a quick and easy
panacea.
Typi ca l tea c her responses to questions about
classroom disruption included "Basically you have to
try and get them to do what you want them to do,"
"Students play games with you in an attempt get
something they want--attention, peer recognition,
power, less work," and "Students become bored or
disinterested with school and resort to inappropriate
behaviors to occupy their time ." Tea chers stated
that disciplinary problems caused a great deal of disruption to the learning environment.
Many teachers vehemently stated that managing d iscip line was the worst aspect of being a
teacher. It was apparent that disciplinary problems
caused a great deal of stress in them . Many indicated that dealing with th ose few "trouble students"
could be become overwhelming . Some teachers
supported the theory that students were attempting
to satisfy an inner need . Much of Glasser's work
(l 993) has emphasized the importance of the providing quality educational programs to meet students'
needs--survival, belonging, power, fun, and freedom.
When teachers were asked questions about student apathy or poor academic performance, typical responses included "Students seem t o always
want to bargain with you--more time to comp lete
homework, desiring another chance to perform
work--"They often displace blame to others to avoid
responsibility," and "They are always giving you some
excuse or to give them a break."
When asked about a student's response to
receivi ng disciplinary action for an offense, several
tea chers reported that students would say "Please
give me another chance," or would attempt to get a
reduced or alternate action. Teachers also seemed
to feel that except for handling the more egregious
student offenses, the teachers did not have confidence in the school disciplinarian dean in resolving
the students' problems. Many teachers felt that the
students eventually came back to their class anyway, or little was actually done to ameliorate the
problem. Therefore, most teachers had come to the
conclusion that they were on their own in managing
discipline problems.

academic performance which was generally incongruent with the student's view. In essence, both parties wanted something, and both were engaged in
a negotiation process to achieve the desired personal outcome.
Several teachers were eager to point out that
not a ll disciplinary situations were resolved in an
expeditious manner such as making a non-verbal
gesture or direct statement to the student. Many
teachers felt that a quick one-sided corrective statement by a teacher may often esca late or create
long-term problems by creating ill feelings of resentment or hostility in the student. Therefore, teachers
often stated th·at many disc iplinary and incidents
were not always so apparent and th e need to discuss the incident with the student was necessary. For
example, when a teac her would begin to reprimand
a student for failure to complete an assignment, the
student would typically engage in a flurry of excuses
in an attempt to negotiate a better settlement--some
students being more successful than others.
An analysis of the tea c he rs' responses appeared
to be similar to adult situations in life such as dealing
with a police officer for a traffic violation, going
through a ta x audit, discussing work performance
with a boss, negotiating a contract, or dealing with a
legal dispute. The notion that negotiating is a life
process among people and that this process also
takes place in the c lassroom between teachers and
students appears to be a reasonable assumption.
Every day people engage in interactions with other
people in an attempt to reach agreement--similar to
discipline interactions between teachers and stu dents.
The use of negotiation in the classroom is an outgrowth of learned and conditioned strategies that
students have developed from interactions with people in their home and social environment. Students
learn that in order to survive in this world, they must
develop "street smarts" in dealing with parents, siblings, peers, etc . Students bring the use of negotiating strategies into the classroom when interacting
with teachers.
A number of distinct negotiating "tactics" were
used by the students in attempting to strengthen their
bargaining position. The teachers also engaged in a
number of countertactics in an effort to negotiate a
settlement with the students.
Some teachers were more tolerant in considering
mitigating circumstances for student misconduct.
These teachers, in essence, were more willing to partake in a higher degree of negotiations with their students. In many cases, a teacher might would find
him or herself negotiating to some extent in an
attempt to persuade a student to fully accept the
teacher's position or else a position acceptable to
both parties.
For example, a teacher responses included "You
can' t always dictate a performance standard or
expectation because the student may not do anything," "It is often necessary to develop a contract
with the student and work in stages or increments in

Discipline--A Negotiation Process
An analysis of the teachers' responses showed a
rather intriguing pattern. The general theme of the
disciplinary situations often involved a series of interpersonal communications between the teacher and
the student with each person taking a positional view
on a given issue. These interactions between the
teacher and student appeared to have a negotiation element. The teacher would have a set of perc eptions and desires about the student's behavior or
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When students used tactics against teac he rs, the
teac hers were often inclined to resort to using c ountertactics. Some of the c ountertactics were more
effec tive than others. Teac hers who were able to utilize the most effective c ountertactic for a given tactic generally were more succ essful in managing the
disciplinary situation. The student and teacher c ountertactics are listed in Figure 2.

order to improve the student," and "Our school polic y
gives us a range of actions depending upon mitigating circumstances in dealing with inappropriate
behavior."
Student Tactics and Teacher Countertactics
Several negotiating tactics used by the students
c ould be distinctly identified. When students used a
negotiating tactic they appeared to take an "offensive," "defensive," or "avoidance" position .
"Offensive" tactics had characteristics of being
aggressive and attacking. For example, a student
would be very aggressive in attempting to obtain
something (e.g ., a quick trip to the locker, fighting
with another student, arguing with a teacher over a
school policy) . "Offensive" tactics consisted of the
"emotional tantrum," "fait accompli," "good guy and
bad guy," "quick deal," and "what if" (see Figure l).

Figure 2.
Examples of Teacher Negotiating Countertactics
Stud ent Offensive Tactics
• Emotional Tantrum
• Fa it Accompl i
• Good Guy, Bad Guy

Figure 1.
Examples of Student Negotiating Tactics.

• Quick Deal
• What If

Offensive Negotiating Tactics
•
•
•
•
•

Emotional Tantrum
Fa it Accompli
Good Guy, Bad Guy
Quic k Deal
What If

Student Defe nsive Tactics
• Forbearance
• Projection

Defensive Negotiating Tactics
•
•
•
•

• Rationa lization

Forbeara nce
Projectio n
Rationalization
One More Chance

• One More Cha nce

Student Avoid ance Tactics

Avoida nce Negotiating Tactics
•
•
•
•

• Denial of Reality

Denial of Rea lity
Ha nd icap Synd rome
Emotio na l Insulation
Dumb is Smart, Smart is Dumb

• Handic ap Syndrome
• Emotional Insulation

A student using a "defensive" negotiating tactic
desired to defer disciplinary action by asking for
another chance or delaying confronting the disciplinary action in hopes of eliminating or reduc ing the
penalty. These tactics were characterized by being
self-protecting strategies used by a student to act in
opposition against a teacher's position. For example,
"defensive" tactics were often used by students when
they were caught violating a school rule . The stu dents would attempt to justify their misbehavior by
blaming someone else. These tactics consisted of
"forbearance," "projection," "rationalization," and the
"one more chance."
Students using "avoidance" tactics were more
likely to deny or refuse to accept responsibility for
their behavior. In using "avoidance" tactics, these
students attempted to totally avoid receiving a
penalty or admitting to a problem. Typical tactics
consisted of "denial of reality," "handicap syndrome,"
"emotional insulation," and "dumb is smart, smart is
dumb."

• Dumb is Sma rt, Sma rt
is Dumb

Teacher Countertactics
• Ignore tactic , confront
emotionalism, focus on facts
• Escalate expectation, use
what if tactic,
• Use fa it accompli tactic,
c ha nge to d ifferent subject
• Avoida nce, Fo rbeara nce, or
confro nt the tact ic
• Use what if tactic , ig nore
it, or fait accompli
Teacher Countertactics
• Use conditional response,
or what if tactic
• Refe r to counselor, or
third party mediation
• Use fa it accompli, Positive
reinforcement, or counseling
• Use Forbeara nce, ig nore tactic,
or confront the behavior/tactic
Teacher Countertactics
• Refer to cou nseling, use
forbeara nce tactic
• Ignore tactic , use positive
reinforcement, or what if
• Positive reinforcement, use
what if tactic, parent
conference, or counseling
• Confront behavior/tactic,
avoid giving into the tactic
counseling

Student Offensive Tactics and
Teacher Countertactics
l. "Emotional Tantrum" Students used the tactic
of an "emotional tantrum" to draw sympathy and to
produce an element of guilt in the teacher. If the student was talking with out permission, or was suspected of cheating, he or she might respond to the
teacher with great emotion, "You're are always pic king on me!" "You just have it in for me!" and "You just
don't like me!" A student often appeared to use this
tactic to gain attention by using outlandish and emotional behavior hoping that the teacher would feel
sorry for the student and give conc essions. Concessions might include a sympathetic response, reduced
disciplinary action, or preferential treatment.
Teachers used several countertactics against the
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"emotional tantrum" such as ignoring the statement,
sticking to the facts of matter, or confronting the
validity of the statement. For example, when a student used this tactic, a teacher responded by using
the countertactic of "forbearance" in which the
teacher simply would ask the student to ca lm down
and he or she would deal with the matter at a later
time.
2. "Fait Accompli" This tactic "fait accompli" or
"accomplished fact" was used by students to bring
finality to an issue. For example the student might
have made statements like "This is the best I can do,"
"I just don't know any more," or "Sorry, I didn't have
enough time to finish it--you'II have to take it as it is."
The student's real motive in using this tactic was to
obtain a final grade and avoid doing any more work.
The use of this tactic might tempt the teacher to
accept the student's performance or behavior and
avoid further discussion.
Teachers used several countertactics in dealing
with "fait accompli," such as ignoring it, requiring a
higher standard of behavior, and using the "what if"
tactic . For example, the teacher might have stated
to the student "What if I were to give
you an extra day to complete the assignment more
thoroughly?" By taking this "what if" position, the
teacher was able to continue negotiating with the
student and obtain a more suitable settlement.
3. "Good Guy, Bad Guy" The "Good Guy, Bad
Guy" tactic took at least two students to play. This
tactic was used to create strong emotions in a
teacher through an abrasive student's comments
and than to comfort the teacher by another student's gentle persuasiveness. For example, if an entire
class was confronting a teacher for reduced homework, a boisterous disruptive student would make
demands, purposely creating emotional tension in
the teacher. After a while, a soft-spoken student
would intervene on behalf of the class and bargain
for the same reduced homework hoping the teacher
would soften and concede.
Many teachers countered the "good guy, bad
guy tactic" by recognizing the tactic and resisting the
tendency to give in. Other teachers took an obstinate approach and brought quick closure to the situation by stating that the issue was non-negotiable
and directed the students to get back to work.
4. "Quick Deal" The "quick deal" was a tactic
used by students to avoid disciplinary action by
quickly stating they were sorry or attempting to distract th e teacher by getting off the subject and
offering their own disciplinary action. For example,
the student would state "Oh, let me quick run to my
locker," "I just need two minutes to finish this homework," or "I won't do it again ."
Students often used this tactic to avoid disciplinary action. If the student committed a disciplinary
offense and knew he or she would be punished, the
student might have quickly stated, "Please give me a
break, I'm so sorry--let's just forget about it." The student attempted to plead for mercy and to be exonerated . Some students intentionally used the tactic

even with the risk of a penalty. They rationalized that
it was easier to ask for forgiveness than to ask for permission given that the perceived consequences of
their actions were less than the reward of breaking
the rule.
Many teachers recognized that "quick deals"
often produced extreme outcomes--actions that
were not consistent with the offense. Teachers often
resisted the tendency to give in to the "quick deal"
and would make use of the tactic of "forbearance ."
For example, the teacher sometimes obtained a second opinion on the situation or would ask the student
to stay after school to discuss the matter.
5. "What If" The "what if" tactic was commonly
used by the student to bargain for a lesser disciplinary action for misbehaving. For example, if the student intentionally did not complete an assignment,
the student might try to obtain more time to complete it instead of accepting a failing grade on the
assignment. The "what if" tactic was also used effectively by students in negotiating when they arrived
late for class. The student might have stated "What if
I make up the work?" "What if I complete additional
work to make it up?" or "What if I stay after school?"
The teacher might have countered this tactic by
ignoring the tactic or suggesting a teacher-parent
conference or by requesting that the student do
additional work. The teacher also sometimes praised
the student for their good intentions, but avoided giving into the student.
Student Defensive Tactics and
Teacher Countertactics
6. "Forbearance" The use of "forbearance" was
extensively used by students who needed to obtain
more time to complete an assignment . One
teacher's example vividly depicted this tactic: "I told
all my students to get their homework out and when I
asked one student where his was, he responded, oh
it's in my back pack somewhere--1'11 find it, just give
me some time." "The student was simply buying time
hoping I would get on with class so he could quickly
finish it by writing in the right answers and hoping I
would forget about him." The essence of using "forbearance" as a tactic was that "patience is a virtue"
and that time can be used to one's advantage.
Teacher countertactics included recognizing the
tactic and not giving into the student, and using the
"what if" strategy. Some teachers also would counsel
the student, and discuss the student's motive in using
the tactic to avoid responsibility .
7. "The Projection" The use of "projection" was a
tactic used by students to relate or "project" their
feelings or behaviors into other people. A student
might have stated "He hit me, I didn't hit him," "She
was talking to me--1 wasn't talking," or "I'm not being
disrespectful--you're being disrespectful." By using this
tactic, the student attempted to avoid responsibility
by displacing the problem onto someone else.
The teacher's countertactics included sticking to
the facts, conducting a counseling session with the
student, or obtaining witnesses to corroborate the
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pensate for not trying to perform their school work.
For example, a student might make reference to a
health ailment, or disability, dysfunctional home environment, lack of aptitude, or outside activity in order
to justify their unacceptable performance. Students
would state "I can' t do this homework--l've got to
work every night," "I'm late for school because I wasn't feeling well," or "Come on, give me a break, you
know I am dyslexic!"
The "handicap syndrome" tactic may be used as
a concess ion-making process by the student to
obtain more time to complete the
homework or less quality performance. The teacher
sometimes found him or herself using a countertactic
such as taking an obstinate position and not giving in
to the student or ignoring the student's tactic.
13. "Emotional Insulation" The "emotional insulation" tactic was another defense mechanism used by
students by withdrawing into passivity to protect
themselves from painful feelings and guilt associated
with misbehaving. In essence, the student would
"shut down" and emotionally insulate him or herself
from confronting a disciplinary or performance issue.
When faced with this tactic, many teachers
would counsel their students about their unpleasant
feelings related on the issue . Some teachers used
the tactic of "forbearance" by dealing with the student on the issue at a later time. Other examples
included using a lot of positive praise, or referral to
the school social worker or psychologist.
14. "Dumb is Smart and Smart is Dumb" Students
used the "dumb is smart and smart is dumb" tactic
indicating that they didn't know the school policy,
they didn't hear an assignment, or they didn't understand the problem . This tactic was used to distract
the teacher from the real issue.
The teacher countered this tactic by ignoring it or
validating his or her position with facts (e.g., school
policy). Experienced teachers tended to avoid
being seduced into this ploy and recognized that it
was being used to manipulate them.

incident. In situations where the student's use of this
tactic was serious or chronic, the teacher sometimes
referred the student to the school psychologist.
8. "Rationalization" The "rationalization" tactic
was a powerful tactic used by students to attempt
to prove that their behavior was "rational" in order to
justify their inappropriate behavior. For example, the
student would say "Yes, I didn't hit him, but I had to
because he would have hit me." The student would
often begin his or her statement of defense with a
"yes, but..." Another example included a situation
where the student attempted to avoid responsibility
by legitimizing the incident by stating "Mrs . Smith
doesn't care when I do this--why do you?"
Teachers often countered this tactic by focusing
on the school policies vs. attempting to argue with
the student about their irrational beliefs. Some
teachers also arranged a counseling session with the
student in an attempt to help the student recognize
his or her use of the tactic.
9. "One More Chance" The "one more chance"
tactic was a popular one used by the students.
Teachers commented that students often attempted
to negotiate another chance at correcting a behavior or completing an assignment. "Oh, please let me
do the assignment again and turn it in tomorrow," or
"Please give me a break--! promise I'll never do it
again." Typical teacher countertactics included
being obstinate, ignoring the student, or terminating
the discussion. Some teachers would confront the
student and discuss the student's motives in using the
tactic.
Student Avoidance Tactics and
Teacher Countertactics
l 0. "Denial of Reality" "Denial of reality" involves a
defense mechanism used by students to deny
responsibility for their behavior. Students typically
used this tactic to protect themselves from unpleasant consequences by refusing to admit to their own
actions. For example, in the absence of witnesses or
conclusive proof, a student would deny misbehaving
or being involved in a disciplinary incident. The student took the risk of lying and getting caught rather
than face immediate disciplinary consequences.
While at times the students might have been successful in using this tactic, it became more difficult for
them to use this tactic against the same teacher on
a consistent basis without the teacher becoming
wise to them .
Teachers countered this tactic by confronting the
tactic itself, obtaining a witness when possible, or
using the "what if" tactic. For example, the teacher
sometimes stated "What if I were to reduce your
penalty if you admit to your involvement?" In this
way, the student would begin negotiating with the
teacher and ultimately bring resolution to the matter.
l l . "Handicap Syndrome" Students used the
"handicap syndrome" tactic by responding to teachers through a victim-mentality position by identifying
a real or imagined handicap as an excuse to com-

Discussion and Summary

An analysis of the rankings of the discipline problems indicate that these teachers experienced frequent student apathy, talking without permission,
and disrespect. This may be a result of the students'
attitude toward school and personal value system,
perhaps influenced by the students ' parents and
peers. The use of character education may be a
viable strategy to assist the students in recognizing
their attitudes and help ameliorate the problem.
While not ranked in the top three, tardiness and
absenteeism was ranked fourth, and was deemed to
be a problem for the teachers. Many teachers felt
that this problem was more of a result of a lack of district policy and consistent enforcement. The problem
of physical fighting was ranked tenth in frequency
and ninth in difficulty which was not surprising, given
that the teachers simply call security to intervene
and handle these incidents. Students also knew that
fighting would lead to expulsion at the high school
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leve l, and therefore, may account for the low occurrenc e .
The remaining discipline problems of using profanity, cheating, sleeping, and harassing other students were ranked in the middle in frequency. Of
these, sleeping was the least difficult to manage.
Teachers indicated that they simply would wake up
the students or refer to them by name during class.
The result of the interviews and observations lead
to the most intriguing result of the study--that of discipline being viewed as a negotiation process. Managing school disc ipline appears to be an art that
rel ies upon a great deal of interpersonal communic ations, awareness of human needs, and a keen
sense of negotiating "street smarts." The use of tactics
and countertactics by students and teachers were
quite evident. Recognizing a student's tactic can
help the teacher select the most appropriate countertactic to resolve the matter. Negotiation by Discipline should not be viewed as panacea for managing all disci pline problems, but it can be a viable
alternative approach.
Conducting teacher inservice programs on the
topi c of Discipline by Negotiation may be able to
assist teachers in understanding principles of disciplinary negotiation, tactics and countertactics, collaborative processes, and interpersonal communications
which may be a tremendous asset in developing the
teachers' skills in handling disciplinary problems. The
daily interactions with students appears to be, in

essence, a negotiating process which requires knowledge of these princip les to become effective in
dealing with the myriad of disciplinary problems.
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"In nature, there are neither rewards nor punishments
- there are only consequences, "

Robert Ingersoll
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and "Apollo 13," has admitted never being a very
good student, in fact, finding school something to be
endured. Sinise introduced Barabara Patterson to
the 1996 National Council for the Teachers of English
annual conference as the catalyst for his finding a
focus for his life. He said that she was the drama
teacher at Highland Park High School who barked at
him that he should stop hanging out and audition for
a role in "West Side Story."
Teachers influence their students but what do students remember years later? Banas (1996) reported
about the elementary school memories of former students on the occasion of preparat ion for the 100th
anniversary of a Catholic school for poor, mostly Polish immigrant children in a suburb of Chicago ,
Veronica Cisowski remembered that the school had
no janitor so she worked on a team with three other
children who would bring buckets, brushes, soap and
rags from home to wash the classroom floor for a
month. On one occasion, she was wet to the neck
from the job only to walk home in the winter to find
the dress frozen to her body . Her classmate,
Stephanie Bulin, said her most vivid memory was of
memorizing pages for plays that the students put on .
The students reported that they valued the education that they had received but they felt that they
most benefited from the old-fashioned discipline that
they received .
A review of the literature suggests that research
on alumni has focused on alumni giving to their alma
mater institutions and on alumni responses to the
actions of their alma maters regarding curriculum
and plans for renovat ion. While there were no
research studies on alumni recollections of their elementary school years, a number of articles in popular
press sources, such as newspapers, highlighted the
memories of older alumni. These reported experiences similar to those of Bulin and Cisowski.

Abstract

The purpose of this study was to gain qualitative
information about elementary education from the
students who experienced that education 50 years
ago . Participants were asked a series of questions
about their experiences, including best grammar
school memory, worst grammar school memory, and
best teacher and why. Fifty years later, former students remember the teacher who granted a kindness, allowed for human frailty, or showed personal
interest. Affective and culminating experiences,
such as graduation or plays dominated the best
memory list. Public humiliation topped the bad
memory list. PreseNice and inseNice teachers may
consider the importance of positive affect in the
classroom and renew commitments to avoiding
embarrassing children.
Lewis (1996) reported that "my job is to create
happy memories." How many teachers or administrators view creating happy memories as their primary mission? However, many authors have advocated
that the teacher's role include attention to the affective domain of student development. O'Neil (1997)
described the value of advisory time for middle
school students, noting that student learn communication skills and the value of respecting peers and
adults when they have such advisory opportunities.
Wolin and Wolin (1996) reported the importance of
teachers helping students build their strengths, by
enhancing interpersonal skills, insight, independence,
initiative, creativity and a sense of moral obligation .
Lambart (1997) discussed the critical role of teacher
relationships with their students as well as the significance of student perceptions of whether they were
accepted by their teachers or felt victimized by
them .
Certainly, teachers have strongly influenced their
students. Teachers often report choosing teaching
as a profession because of teachers that they have
had (Montecinos & Nielsen, 1997). Even those who
choose professions other than teaching point to the
influence of special teachers. Gary Sinise, the
acclaimed actor from such films as "Forrest Gump "

METHOD
Procedure

In the current study, persons who had graduated
from a Catholic elementary school 50 years before
were surveyed by a c lassmate in preparation for a
reunion, regarding their current life experiences and
their memories of elementary school. The results provided some interesting findings. Respondents were
contacted again by the researcher and asked for
their permission to use their responses for this research
study.
There were 74 students in original class, including
those who had graduated or who had attended for
an extended period of time but had not actually
graduated from that elementary school. A prelimi44

nary inquiry among known addressees (which surfaced a few more current addresses for former students), phone book searches, and a search of parish
records were also conducted . Women, more likely to
experience a surname cha nge, were expectedly
more difficult to locate.

answers that were given had to do with being
embarrassed or humiliated .
DISCUSSION
Colnerud (1997) revealed a tension in teaching
that may pit teachers ' caring for children against
their respect for other adults, their authority and their
opinions. Yet, teachers have been exhorted by some
theorists for decades to love their students. Dewey
(as reported in Simpson and Jackson, 1998) suggested eight loves important to successful teaching: love
of thinking, love of and an aptitude for at least one
subject, love of others, love of contact with children,
love of knowledge, love of communicating knowledge, love of stimulating intellectual interests of others, and the ability to spread the contagion of love of
learning. It seems that the teachers who stay in
memory, even 50 years later, do so primarily for
demonstrating one or more of these loves.
Berube (1997), Eminent Scholar of Education at
Old Dominion University of Norfolk, Virginia, stated in
a commentary in Education Week that Albert
Camus, a novelist, playwright, and philosopher
known to probably all teacher preparation students
for the last half century, gave full credit to his
teacher. Following receipt of the Nobel Prize for literature, Camus wrote to the schoolmaster of his youth:

Subjects
Persons surveyed in the study were drawn from
an original class of 72, 12 of whom were deceased,
52 of whom had usable addresses. The subjects had
attended a Catholic elementary school, called a
parish school, because the school was supported by
a Catholic parish. A parish is a geographic region
within whose boundaries Catholics attend the local
church. Children of those families are eligible to
attend the parish school. The parish community was
located in an urban, inner city area close to the center of downtown Chicago . Once the school was a
"German " school with sermons at Mass (Catholic
worship) offered in German and main school subjects taught in German . By 1946, when this class
graduated, however, the area was markedly multiethnic and the economic classification was working
class, lower class to lower middle class.
Instrument
Questions were posed in written format, on a
two-sided questionnaire. A number of the questions
had value only for those who were participating in
the reunion but the key questions reported in this
research were the following:
Who was your favorite teacher in grade school?
Why?
What is your happiest memory of grade school?
What was your most embarrassing moment
of grade school?

Without you, without the affectionate hand
you extended to the small poor child that I
was, without your teaching and your example, none of all of this would have hap pened. I donft make much of this sort of
honor. But at least it gives me an opportunity
to tell you what you have been and still are
for me, and to assure you that your efforts,
your work, and the generous heart you put
into it still live in one of your little schoolboys
who, despite the years, has never stopped
being your grateful pupil (p. 31 ).

RESULTS
Of the 52 questionnaires that were mailed out, 24
were returned, resulting in a 46% response rate. Of
the respondents, 15 were men and 9 were women.
The results to the first item, regarding favorite
grammar school teacher, appear in Table l . Interestingly, only one response had anything to do with
academics--"she had a test once a week ." No
response included what academic content the
teacher had taught the student. Finally, the most frequent responses ( 16 of 24) identified an attribute
related to kindness, teaching love or other affective
factors.
With regard to the best grammar school memory,
responses appear in Table 2. Only one response had
anything to do with academics--only student with
correct anwer on tough math test--and even that is
primarily about self-esteem. Again, affective or culminating experiences top the list (17 of 24).
The worst grammar school memories of respondents are listed in Table 3. This was the question category with the highest number (9 of 24) of no
responses, that is, respondents did not record any
answer on this line . Almost all (l l of 15) of the

At-risk students, such as Camus (whose home life
was characterized by want and ignorance) and perhaps some of those in this study, especially need
teachers who can reach out to them (Christiansen,
1997; Hovland, 1996). Effective educational programs feature knowledgeable tea c hers who are
inclined to encourage all students to succeed and
who possess the expertise to demonstrate that caring
and confidence (Maaka & Lipka, 1996).
Today, the value of teacher kindness and investment is also supported by research (Story, 1997; Waxman, 1995). The current study of students who graduated elementary school 50 years ago reveals significant ideas for teacher preparation programs. In the
greater scheme of things, the lasting memories are
not academic, but affective. Greater attention
should be given in teacher preparation programs to
the development of preservice teachers who understand the significance of affect in learning. Further,
academic competence of teac hers is important, but
it is not sufficient for good teaching . Finally, discipline
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should be designed with specific attention to avoiding public humiliation.
Davis (1996, p. 8) reported that Barbara Patterson, an influential teacher to Gary Sinise, a successful
actor, exhorted teachers at a conference with the
following:
This is my Academy Award. I know there are
Garys in your class and I know you're there
for them. May your lives be as touched by
your students as mine has been.

Table 2

Best Grammar School Memories
Response
l
2
3

4
5
6

Table 1

Why "X" Was a Favorite Grammar School Teacher
Response

2
3
4
5
6
7
8
9
lO
11

12
13
14
15
16
17

18
19
20
21
22
23
24

Reason
7

We did not realize how important our grammar school years were to our future wellbeing--all the nuns taught us to love, to
understand and appreciate God's gifts
__ provided quiet understanding, sensitivity
and love for her students
because I wasn't afraid of her
__ was very kind to me
__ because she always hit me
__ helped me become a better person
____ because she was helpful and understanding when I had whooping cough
because she had a test once a week
__ because she was graceful, gentle, and
cheerful, and made me feel special
__ because in fifth grade she made me feel
loved and important
_ _ I think I began to like school in her third
grade room
I remember that __ always stopped class
and had us pray when the Third Battalion fire
trucks left the station that no one would be
injured
_ _ because she was happy-go-lucky most
of the time
because she seemed to understand me-my interests and my direction
____ and ___ because they wanted us to
learn but also allowed us to "lighten up a bit"
__ because she had a very gentle manner
__ because she was loving
____ because she had a lot of patience,
which I think is essential, especially in fifth
grade
_ _ she was very young
because she seemed to care the most
and was the most tolerant, especially of me
I could never understand the anti-nun feelings of people from south side parishes--were
we just lucky?
__ No reason given
__ No reason given
_ _ No reason given
Liked them all

8
9
l0

11
12

13
14
15
16
17
18
19
20

21

22
23
24
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Identified Memory

Graduating
Graduation day
Living rosary procession--remember we had a
light on our arm that was turned on when our
"bead" was recited
Getting out
None recorded
Being the only one who had the correct
answer on the hardest math problem on the
final math exam in eighth grade
Plays in first and second grade--what great
props they had available
Singing Mass
Graduation preparation and activities and
excitement about going to high school
Doing jobs like clapping erasers together or
collecting attendance charts (that was making the big time!)
Snowball fights on way home from school
Nearing graduation because I thought we
were given some respect and there was an
easing of discipline
None recorded
Playing "Joseph" in a school play
Most were happy memories
Chocolate milk and a sweet roll on First Fridays--yummy
All my friends
First day of school in first grade--meeting so
many new friends
Recess
In first grade, coming back to the room after
recess to find Easter bunny tracks on the floor
and candy on each desk
Beginning of each school year with new
notebooks, free pencils, rulers and blotters
from Coca-Cola and the excitement of a
fresh start
None recorded
Playground time
None recorded

Table 3

References

Worst Grammar Sc ho ol Memories
Response
l
2
3
4
5
6

7
8
9
lO
ll
12

13
14
15
16
l7
18

19
20

21

22

23
24
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Identified Memory

None identified
None identified
None identified
Singing "no c an do"
Most embarrassing wa s not passing third
grade
Having the following read over the P.A. system: __ and ____ wine (brother and sister) Be my valentine, By being at Sunday
Mass on time .
None Identified
When my voice c hanged
Eating dry sandwiches (especially on Fridays)
bec ause I didn't have any milk money
Putting my foot into a bucket of water while
cleaning up in eighth grade
Saying that AD . meant "After David"
Being called on in eighth grade when there
was a nun observer, and having my mind go
c ompletely blank
Having to sing in front of class
None identified
Ac c identally hitting Sister ___ in the head
(gory details available)
None identified
None identified
Sister __ sent me home for my piano lesson
book at lunch time and I came back to
school without it
The ruler
Being caught in church by a priest while
helping __ climbing on top of a confessional to get a hat we had thrown in through a
window
Waiting as each kid had to go up to the front
of the room in fifth or sixth grade so that the
nun could check their smallpox vaccination
scar, knowing that mine was on my thigh
When I was accidenta ll y made a whistling
sound by blowing into the top of a pencil
and the nun made me repeat it in front of
the class
None identified
None identified

"Education is not the filling of a pail, but the lighting of a fire ... ,,
William Butler Yeats

"By learning you will teach; by teaching you will learn .,,
Latin Proverb
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BOOK REVIEW
Savage, R. C., & Wolcott, G. F. (1995). An educator's manual:
What educators need to know about students with brain injury (3rd ed.).
Washington, DC: Brain Injury Association, Inc .

Brenda M. Wilson

Brenda M. Wilson has ten
years of clinical experience working with adolescents and young
adults with traumatic brain injury.
Her research focus is on issues
related to the assessment and
treatment of cognitive-communication disorders. She is an assistant
professor in the Communication
Disorders & Sciences Department
a t Eastern Illinois University.

Savage and Wolcott provide a needed resource
for educators whose task it is to create appropriate
educational programs for students with traumatic
brain injury. TBI has become the leading cause of disability worldwide, with more than one million U.S. children sustaining a TBI each year (Brain Injury Association). This disability is relatively new, brought about by
increased medical technology over the past two
decades.
Children with severe brain injuries now recover
and require unique educational services . These students often have resulting learning problems which
impact receiving and processing information,
responding to questions, communicating with others,
remembering information and events, and making
decisions.
In 1992, TBI was included as a special education
disability category (Federal Register). Since then,
there has been a dramatic increase in the provision
of educational services under this diagnosis. In Illinois,
there were l 04 special education students with TBI
during the 1995-96 school year. The most current
data available, for 1996-97, showed a dramatic
increase to 487 students with this primary diagnosis
(ISBE).
This book is written to the educator. Preliminary
chapters provide an overview of TBI as a disability,
and key educational issues for students with this special education diagnosis. Case studies are provided
as well as a glossary of terms and resource lists for
each covered topic. Emphasis is given to providing
the needed elements to consider when planning for
students who return to school after sustaining a TBI.
Suggestions are specific to IEP planning and to
school personnel and agencies who may be instrumental in educational re-entry for students with TBI. A
section is included which will help to understand family issues in a student"s return to school.
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The strength of An Educator's Manual is in the
overview provided on educational assessment and
intervention for students with TBI. Tables display areas
which may require investigation, provide behavioral
descriptors of possible problems following TBI, illustrations of how problems would be manifest in the
school setting, and options for instructional and compensatory strategies.
An example of a possible cognitive problem following TBI is reduced attention. In sc hool, the student
with TBI who lacks good attention skills might appear
tired, have difficulty shifting easily from topic to topic
when in class, or might be easily distracted . These
attention difficulties might result in a failure to follow
the teacher's instructions, a lack of comprehension
during a lesson, talking out of turn, or answering
questions inappropriately.
Instruments are recommended which may be
useful in assessing aspects of cognition such as attention, then instructional strategies are offered. For the
student demonstrating poor attention, it might be
helpful to provide rest periods, to increase the motivationa I aspects of learning tasks, or to shorten
instructions and assignments.
Additional areas of possible investigation after TBI
include communication and language, perception,
judgment and reasoning, self-esteem and selfawareness, motivation and initiation, social behavior,
sensory input, speed and coordination of movement,
speech of processing input and output, motor function, speech, and memory. The authors review each
of these areas as they relate to learning after TBI and
help educators have a place to begin in understanding and planning for special education requirements.
Transitioning the student with TBI from school to
employment, post-secondary education, and/or
independent living is covered in a later chapter. The
authors provide an exposure to the role of the Office
of Rehabilitative Services in the transitioning process.
This vital aspect of the educational process is often
given less emphasis than is needed. For the student
with TBI who is left with residual problems that will
impact independent living and employment, transitioning cannot be overlooked.
An Educator's Manual is a required resource for
each school which has even one student with TBI.
While not an effort to provide a comprehensive
review of TBI, this book provides an excellent exposure and insight to many facets associated with TBI
that are specific to education rather than rehabilitation . Savage and Wolcott are among only a few of
the authors who have chosen to focus on TBI from
this perspective .. I highly recommend this reading for
a variety of educational professionals.

The Stockman Institute: Update
William C. Hine, Dean
School of Adult and Continuing Education
"National Board Certification for Teachers: The State
Perspective " by Linda Kopecky, Illinois State Board of
Education .
Plenary Session II included a presentation entitled
"National Board for Professional Teaching Standards"
conducted by a panel of board certified teachers:
Jill Shoda , Thomas Paine Elementary, Urbana, IL;
Kathleen Smith, Central High School, Champaign, IL;
and Robert Blade, Greenup Elementary, Greenup, IL.
In addition, the plenary session hosted two other presentations: " North Central Accreditation : A High
School Perspective " by John D. Cavaletto, Principal,
Marilyn Teel and Diane Eller, Salem Community High
School, Salem, IL; and "School Improvement Plans:
How One School is Doing It" by Bob G. Doan, Principal, Villa Grove High School, Villa Grove, IL. A reception from 5-6 p .m . held in Buzzard Hall followed the
plenary sessions.
The conference was concluded with a closing
address - " Assessment: Time to Seize the Moment
and Influence the Movement" -- given by Dr. Linda
Tafel, Provost and Senior Vice President for Academic
Affairs at National-Louis University, Chicago, IL. Dr.
Tafel (formerly Dean of the College of Education at
National-Louis University) is also President of ATE (Association of Teacher Educators) for the 2000 - 2001
term .
The Stockman Institute Board of Dire c tors,
chaired by Dean Elizabeth J. Hitch, met prior to the
conference. Special than ks were extended to Dr.
Barbara Powell who directed the 1999 conference. A
list of new Stockman Institute Board members was
approved, commendations for outstanding service
were tendered, and citations regarding the new
development program initiatives of th e Stockman
Institute were made. The planning committee for
next year's program consists of: Jill Nilsen, Cal Stockman , Sharon Brinkmeyer, Linda Reven, Lillian
Greathouse, and Pam Collins. Dean Hitch will chair
the program committee . If you are interested in
obtaining more information about the Stockman
Institute or wish to participate in the Stockman Institute conferences, please contact Will Hine by telephone (217-581-6644) or via email (cswch@eiu.edu).

(Note: This is part of a continuing series of articles on
the Stockman Institute.)

In November of 1999, the sixth annual Stockman
Institute Conference examined both traditional and
new methods of assessment. The conference theme
- "Current Trends and Assessment" - focused on certification, portfolios, school improvement plans. and
national board standards.
The conference. one of the events of the Presidential Inaugural Symposium Series in honor of Eastern ·s new President, Dr. Carol Surles, was held in the
recently renovated Buzzard Hall on the campus of
Eastern Illinois University. The program was extremely
consistent with the theme of the Inaugural Symposium Series: "Traditions and New Beginnings ." The
Stockman Institute Conference program served to
promote the "tradition " of encouraging dialogue
revolving around current educational issues and
assessment, an exceptiona lly pertinent topic in
today 's world . Concomitantly, the program (during
the afternoon and evening) represented a change
in format - from morning till evening -- and explored
a "new beginning " that encouraged additional participation and interaction from all individuals within
the education community.
Conference participants were welcomed by
Provost Teshome Abebe, Eastern's Vice President for
Acad em ic Affairs. The opening address and introduction of the keynote speaker were conducted by
Elizabeth J. Hitch, Dean, College of Education and
Professional Studies. Dr. Nicholas Michelli of Montclair
State University, provided the keynote address:
"Responsibility & Accountability for the Education of
Educators and the Renewal of Schools: We're All In
This Together. " Following the keynote, afternoon plenary sessions afforded many choices for attendees
and significant opportunities for interaction with professionals from P-12 schools, higher education, and
state agencies.
Plenary Session I included the following presentations: "National Board Certification for Teac hers: A
University Perspective" by Susan Belgrad and Penny
Potter , Roosevelt University, Schaumburg, IL; and

"The world is not run by thought, nor by imagination,
but by opinion.,,
Elizabeth Drew
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EIU Students' Professional Portfolio
Development Process
Veronica P Stephen, Professor
Early Childhood, Elementary, and Middle Level Education Department
portfolio development has been a feature of the program for some time. Portfo lio contents (artifacts
included) have stipulated alignment with both the Illinois teaching standards and the College of Education and Professional Studies conceptual framework - Educator as Creator of Effective Educational Environments : Integ rating Diverse Students, Subjects,
Strategies, and Societies. The passage of House Bill
452 (which changes features of the teaching certification process), requirements of NCATE (National
Council for Accreditation of Teacher Education), and
the national movement toward competency-based
education a ll guided Eastern and the department to
focus more intensively on portfolio development.
Fo r t he past three years, the portfolio p rocess has
been part of the EC/ELE / MLE department, and advisors were primarily responsible for reviewing students'
portfolios. Some students were able to create a noteworthy portfo lio, but others struggled . In 1999, major
changes in the portfolio requirement occurred .
First, students who were ending their academic
days at EIU were requ ired to have a completed portfolio prior to student teaching. Students were either
cleared or not cleared for student teaching. Second,
sophomore, junior, and senior students had to have a
portfolio ready for evaluation by their Block I or Block
II instructors -- Block I is typically comprised of sophomores/juniors and Block II most often includes
juniors/seniors. Portfolios were not graded, but rather,
evaluated according to a rubric which included
items for inclusion at the various stages of the

Across the nation, professional portfolio development in teacher education programs is becoming
the norm, rather than the exception. Portfolios in
teacher education? What are they? How are they
compi led? What do they show?
Of course, we know about artists and their portfo1ios - co llections of work which reflect their style,
composition, medium, and exhibition record . We
know about singers and actors and their portfolios collections of work which reflect their skills and talents
in respective fields and accomplishments. We know
about architects and their portfolios - collections of
work which reflect thei r expert ise in buildings, landscapes, transportation systems, homes, etc. and
achievements. Simplistically, portfolios are collections
consisting of credentials and examples of goal
attainment. Much the same can be said for portfolios
in teacher education programs. They are collections
of work reflective of the prospective educator in
terms of qualifications, education, preparation, and
achievements. Portfolios are a cumulative record of
a student's progress in a professional program. Portfolios are a format for showcasing accomplishments
and service. Portfolios are a means of self-evaluation
and cumulative assessment . And, portfolios are a
tool for employment interviews.
At Eastern, the teacher education program is the
largest in the university, hosting an average of 1,500
undergraduate and graduate students. In the Early
Childhood , Elementary , and Middle Level
(EC/ELE/MLE) Department at Eastern, professional
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teacher education program. And third, since portfolio development is an ongoing process and should
begin as early as possible in the teacher education
program, an innovative aspect to portfolio development was added: students in the introductory
teacher education course - ELE/MLE 2000: The
Teacher and The School - were required to begin
creating professional portfolios. Students were provided with a simple rubric of items they could include in
the portfolio. Since the introductory class consisted of
over 180 students, evaluation of these portfolios
proved to be highly challenging. However, department collaboration and teamwork paved the way to
a highly successful assessment project.
Dr. Veronica P. Stephen, instructor of the ELE/MLE
2000 course, asked Ms. Judy Barford, Block II social
studies methods instructor, if her Block II students (who
had been working on their portfolios for a couple of
years) could team with the ELE/MLE 2000 students in
a "peer" evaluation process. The answer - yes! As a
result, ELE/MLE 2000 students met their peers in the
Grand Ballroom of the Martin Luther King Jr. Student
Union at Eastern . Twenty-six Block II students
Quniors/seniors) were provided with the simple rubric
for evaluation purposes. Each student met with 5 to
l 0 ELE/MLE 2000 students, reviewed their portfolios,
completed the rubric form for inclusion in the portfo-

lio, and provided feedback and suggestions. Several
Block II students also provided their personal portfolios as exhibits. Results of this ground-breaking session
were extremely effective. Block II students who were
close to graduation or graduating said: "I wish I had
this kind of an experience and feedback when I just
started the program." Students in the introductory
class said: "This is great, it's a relief to know something
about portfolios when you're just starting out. The
suggestions were super and now I know more about
what I should include in a portfolio. "
Never before have teacher education c lasses at
Eastern combined forces with one another in terms
of assistance regarding professional portfolio development. This event was a milestone in the history of
the EC/ELE/MLE department and in the teacher education program. Stephen and Barford organized this
collaborative endeavor for the sole purpose of helping students develop portfolios early on in order to
keep abreast of requirements in the years to come
when all educators will have to demonstrate their
competencies according to state and national standards. The peer review process - bringing together
two different classes of students (early education
majors and those finishing their coursework) -- will
become part of the continuous process of portfolio
assessment in the EC/ELE/MLE department at Eastern .
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Beginning Teacher Induction Program
workshops on developing new teacher programs,
technical assistance, and support as they c reate the
new program; institutes to share "how-to " expertise;
joint programs for small districts; and opportunities for
some professional development for the mentors and
the new teachers. Three components are included in
the Beginning Teacher Induction Program .

When novice teachers enter the profession, a
" brave new world" opens before their very eyes .
Knowledge gained from lessons learned in university
lecture halls may, at times, be simply inapplicable .
Knowledge gained from numerous field experiences
may, at times, be simply inappropriate. And, even
knowledge gained from the pinnacle of all field
experiences - student teaching - may, at times, be
simply limited.
W ithout question, the novice teacher needs
someone or something to help pave the way for a
smooth and effective transition between the world or
the university and the world of the school. At Eastern 's College of Education and Professional Studies,
a new program is being implemented to meet the
novice teacher's needs.
New teachers face a difficult task when they first
step into a c lassroom - isolation. Suddenly, th ey are
responsible for organizing the learning environment
for six hours per day, five days a week, for nearly forty
weeks. New teachers can feel abandoned and
alone. Many times, new teachers are given the most
difficu lt classes and students. They may or may not
find a colleague who will help them with the myriad
of ro utine tasks that makes a particular school function. The attrition rate for new teachers is high often
due to the fact that they are left a lone and receive
no support for what they do. New teachers need a
support network to help them make the transit ion
into the teaching profession .
The Beginning Teacher Indu c ti on Program at
Eastern (BTIP) is designed to work with Regional
Offices of Education (ROEs), school districts, and others to provide suppo rt f or new teacher
inducti on /m entoring programs. This would include

•

•

•

Component l : District Progra m Development
would be provided with a one-day institute on
developing induction programs. In addition, distric ts would be given individualized time, thereby
enabling program staff to travel to the district to
provide technical assis t ance . This cou ld be
repeated yearly in an ever-widening area .
Component 2: Mentor Training wou ld consist of a
program for mentor teachers . Districts would
assign mentors to new teachers and send the
mentors to a one-day training session .
Component 3: New Teacher Support Program
would be a four-year program for new teachers
who are working toward a standard certificate.
The first year would focus on basic transition into
the classroom with each successive year becoming less structured and more participant directed.

The College of Education and Professional Studies is in the process of planning training opportunities.
Currently, regional offi ces of education located in
Olney, Taylorville , and Charleston are already
invo lved . Interested parties should contact Brian
Reid, Eastern Illinois University, College of Education
and Professional Studies, 600 Lincoln Av e.,
Charleston, IL 61920. Reid may a lso be reached by
te lephone (21 7-581-2524) or fax (21 7-581-2518).

"In any relationship, we feel an unconscious need to create,
as it were, a new picture, a new edition of ourselves
to present to the fresh person who claims our interest;
for them, we, in a stranger sense, wish to, and do, start life anew. "
Ann N. Bridge
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Middle Level Education
Pilot Program Update
In the fall of 1998, Eastern 's middle school pre-service teachers participated in an innovative program
whi c h enabled them to spend more time with students and teachers in public schools. In addition to
attending classes on campus, students in the program spent eight weeks at one of two schools
involved - Vandalia Middle School, Vandalia, IL or
Nuttall Middle School, Robinson, IL. On-site coordinators and teachers worked closely with the group of
students. (For more information, see Eastern Education Journal, Volume 28, Number l , Spring 1999.)
During the spring 2000 semester, this pilot program, funded by a MacArthur Grant, was implemente d at two other m iddle schools in Illinois:
Charleston Middle School and Mattoon Middle
School. Gail Lockart, coordinator of the project, was
assisted by Tim McCollum (Charleston) and Dan Spitz
(Mattoon) . Extensive course work preceded the
practicum experience. Students in this middle level
education p ilot program met on campus every
morning from 8 a.m . to 12 noon for six weeks in order
to complete three courses in middle level education:
content area reading , social/emotional development of the middle sc hool child, and interdisciplinary

teaching in the middle school. Students also prepared a portfolio of materials by which they were
evaluated. In addition to the portfolio process, students' internship experiences were evaluated by a
supeNising teacher, the on-site coordinators, and the
university instructor.
Other requirements of the course include participating in weekly seminars conducted by the university instructor and maintaining daily reflective journals
and corresponding with the instructor on a regular
basis via e-mail. Such discourse allowed for consistent
interaction between students and the university
instructor. EIU interns then participated in an eightweek field experience at one of the two middle
schools involved. During the final week of the semester, students returned to campus to present various
projects they have created during the term of the
course. These projects were showcased at the annual Research Fair sponsored by the College of Education and Professional Studies. For more information
about the middle level education pilot program,
contact Gail Lockart at Eastern Illinois University (217581-5728).
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For close to 40 years, Eastern Education Journal has seNed as a forum for scholarly, research-based
d iscourse dealing with contemporary issues in education . In addition, it has provided an opportunity
for publication of strong position papers, original points of view, research summaries, program
descriptions, and other features related to education, teacher preparation, and the professional
development of both preseNice and inseNice teachers and administrators.

Eastern Education Journal, published annually by the College of Education and Professional studies
at Eastern Illinois University, is a refereed journal distributed to numerous colleges and universities,
school districts, and educational organizations across the nation and beyond. As an exemplary
model of university publications, Eastern Education Journal always anticipates a fantastic publishing
year.
Additional copies of Eastern Education Journal are $5 each (includes shipping and handling). Make
checks payable to Eastern Illinois University and send payment to: Dr. Veronica P. Stephen, Editor,
Eastern Education Journal, Eastern Illinois University, 600 Lincoln Ave ., Charleston, IL 61920-3099.
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School and University Collaboration Yields High
Rewards: Update on the "Effingham Project"
In 1994, a connection and a relationship
between schools and universities was made. In the literature, such a relationship is commonly known as
professional development schools, was created . In
'94, a commitment between Eastern Illinois University
and Unit #40 Sc hool District in Effingham , IL was
established. This commitment paved the way for
increased student achievement, innovative teaching
techniques, university and school collaboration, and
examples of best practice in the teaching profession .
(For more information, see Fischer in Eastern Education Journal, Volume 26, Number l , Spring 1997.)
Since then, a number of professional development school activities have taken place in Effingham. Most notable are the grants sec ured through
the Goals 2000 initiatives for Professional Development and Pre-Service Education and the innovative
programs conducted at the Early Learning Center.
In 1997, a unique experience was piloted. On a
morning in April, "an expression of gratitude toward
the administrator and faculty of an early learning
c enter was wholeheartedly extended . Not only that,

rate on ideas, lessons, and curriculum for the upcoming semester. " (For more information, see Fischer in
Eastern Education Journal, Volume 27, Number l ,
Spring 1998.)
This collaborative p roject, spearheaded by Mary
Jane Day, Principal, Early Learning Center, Effingham,
IL and Bill Fischer, EIU student teaching coordinator,
has proved to be e xceptionally profitable for all
involved . . . kindergarten students, university professors, public school faculty, EIU preservice students,
the school district, and the university. Since its inception, the "Effingham Project" has developed into its
own being, much like a young child. At the beginning, only one "Block II " EIU class of students participated in the venture; a few years ago, three classes
of EIU students were part of the collaboration; today,
more than four classes of students (both " Block I and
Block II ") teach at the center during designated
times.
The Illinois Association of Teacher Educators
awarded the project a research mini grant for the
1998-1999 year. As a result of the grant appropriation,

the university students proved to kindergarten pupils,
the university professor in charge of the course, and
to themselves, that they had the ability, courage,
flexibility, and attitude it requires to p lan, prepare,
execute, evaluate, and adapt lessons in a very interesting and chal lenging situation . ... it was not only the
university and the kindergarten students who benefited from the experience ... the teachers ... were given
part of a morning to plan, cooperate, and collabo-

"three groups of education students from Eastern
were able to experience excellence in classroom
teaching, and teachers from the Early Learning Center were able to enhance their professional development.
Overall results of the semester-long project indicated that planned, meaningful participation by university students in a public school setting can not only
benefit future teachers, but can also provide in54

school time and opportunities for practitioners to
work and plan with peers in ways that otherwise
would not have been possible." (See !ATE Newsletter,
Volume 47, No. 3, Fall 1999.)
EIU students and teachers from the Early Learning
Center communicated and collaborated with one
another to determine: l) planning and teaching
strategies best suited to kindergarten classes; 2) content and skill areas studied and practiced which
would have to be included in preservice teachers '
lessons and activities; 3) type of activities and materi-

als for specific time frames; and 4) review of classroom management techniques employed as EIU students moved from group to group or classroom to
classroom. Since then, even more classes have
taught kindergartners through the fall 1999 to spring
2000 period.
For more information on the "Effingham Project, "
p lease contact Mary Jane Day, Principal, Effingham
Early Learning Center by telephone (2 l 7-536-5188) or
via email (mjday@effingham.kl2.il.us) or Bill Fischer,
EIU student teaching coordinator, at 217-581-2620.

School/University Collaboration

55

Eastern Education Journal
Manuscript Guidelines, Editorial Procedures, and Submission Requirements
The Eastern Education Journal seeks articles representing contemporary issues in
education. Manuscripts should focus on concepts, research, or practice. Research summaries, program descriptions, book reviews, and original points of view are
encouraged. Journal issues, published during the spring of each year, may include
thematic and nonthematic sections.

MANUSCRIPT GUIDELINES
Cover Page: Include the following information on a separate sheet of paper.
• Title of manuscript and date of submission.
• Author name; institutional affiliation and mailing address (include street address and
nine-digit zip code); telephone numbers. Provide the same information if more than
one author is involved.
• A statement as to whether or not the article has been previously published or is under
consideration by another publication.
Length:
• A definitive abstract of 50 to 75 words must accompany the manuscript.
• Manuscripts should be limited to 3000 words or less. No footnotes.
Typing:
• Double space all text, including references with l inch margins all around .
• Place illustrations, tables, charts, and/or figures at the end of the manuscript on
separate pages. Make reference to their placement within the manuscript.
Style:
• Editorial style and references must follow guidelines set in the Publication Manual of
the American Psychological Association, 4th Edition.
Form:
• Hard Copy: Send five copies of the manuscript complete with cover pages. Do not
include any identifying information on the abstract or the manuscript.
• Computer Disk: Send a disk along with your hard copies (Microsoft Word for IBM or
Mac format) .
Other:
• Photos/Autobiographical Information: Include a brief autobiographical sketch and a
photograph of author(s) involved.
Deadline:
• Manuscripts are due on l June of each year.
• Articles accepted for publication are approved by a minimum of four members
of the Editorial Board.
Mailing Address: Send manuscripts, correspondence, or questions to:
Veronica P. Stephen, Editor
Eastern Education Journal
Eastern Illinois University
600 Lincoln Ave.
Charleston, IL 61920
email: cfvps@eiu .edu
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